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ABSTRACT

There is evidence that behavioural problems related to students in senior high schools
have increased markedly since the mid-1970s (Numano, Nagata & Abumiya, 2002). This
situation raises concerns for the emotional well-being of these students. A number of
authors (e.g., Bernard, Stephanou & Urbach, 2007; McLaughlin, 2008; Vialle, Lysaght &
Verenikina, 2005) suggest that senior high school teachers in Japan are in a position to
support young people’s emotional well-being. However, it is unclear whether teachers
view this as part of their role and whether they have the knowledge and skills to support
their students effectively. This study investigates these issues by exploring the
perceptions that Japanese senior high school teachers have of teachers’ roles in promoting
the emotional well-being of their students.

The study focused on six Japanese senior high school teachers in Okinawa Prefecture,
Japan. A qualitative, hermeneutic phenomenological approach was utilised as the most
appropriate means of investigation for this topic, and semi-structured interviews as well
as a focus group were employed.

The results of this study suggest that the participants believe that support for students
must be holistic. Importantly, this study also suggests that providing pre-service teachers
and in-service teachers with some of the skills involved in counselling and
communication can help them in their positions as educators. The findings contribute to
the body of research on teacher education and practice regarding supporting students’
emotional well-being particularly in Japan.
iv
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Chapter 1 INTRODUCTION

1.1 Overview
This thesis reports on research that explored the understanding of senior high school
teachers in Japan of the role of teachers in promoting the emotional well-being of their
students. The research was undertaken in a context where concerns about the behaviours
of senior high school students have been raised by teachers, parents and the broader
community in Japan. These concerns relate to the challenging behaviours that some
senior high school students present and to the issues that teachers report as a consequence.
This chapter outlines the purpose, research questions, and significance of this study based
on an explanation of the background. It also introduces a brief overview of the research
design, the definition of a key term used, and presents an outline of the remaining
chapters.

1.2 Background of the study
In Japan, a number of educational problems such as violent actions, juvenile crimes,
school non-attendance, dropout of senior high school students and bullying, which can
lead the victims to suicide, have been highlighted since the mid-1970s (Numano, Nagata
& Abumiya, 2002). According to Maehara (2002), teachers have had a difficult time
coping with issues such as these including challenges related to disorder in the classroom
and children with diverse needs. Managing such issues requires teachers to fully utilise
their knowledge and experience while seeking new counter measures and support from
1

others (Maehara, 2002). The number of teachers who have become mentally and
physically indisposed as a result of these issues has been increasing (Maehara, 2002). In
fact, the occurrence of teaching staff, including principals and “nurse-teachers”, taking
sick leave because of psychological problems increased from 0.1% in 1989 to 0.2% in
1999, and to 0.59% in 2010 (Ministry of Education, Culture, Sports, Science and
Technology (MEXT), 2012). Yoneyama (2007) suggested that providing teachers with
more professional training to equip them with the latest skills in changing social and
technological contexts may help them reduce bullying, one of the most serious
educational problems that has been identified in Japan (Maehara, 2002; Numano et al.,
2002; Yoneyama &Naito, 2003; Yoneyama, 2007; Yoneyama, 2008).

According to Yoneyama (2007), bullying in Japan was first recognised as a social
problem in the mid-1980s. Yoneyama and Naito (2003) state that studies on bullying at
school are increasing rapidly, but previous research is seriously lacking in terms of a
sociological perspective. They claim that there have been few studies that focussed on the
fundamental factors of school, such as the relationship between student and teacher, the
quality of teaching, and the methods of discipline that may contribute to bullying among
students (Yoneyama & Naito, 2003). There are several studies on Japanese children and
youth that indicate the significance of the role of the teacher and the school in regard to
students’ emotional well-being (e.g., Murray-Harvey, Slee, Saebel & Taki, 2001; Takagi,
Yamamoto & Hayamizu, 2006). However, research which investigates the perceived role
of Japanese senior high school teachers, including their knowledge and skills, in
supporting their students’ development of emotional well-being appears to be very
limited in the academic literature.
2

Researchers state that teachers play an important role in the emotional well-being of their
students (Bernard, Stephanou & Urbach, 2007; McLaughlin, 2008; Vialle, Lysaght &
Verenikina, 2005). According to Ura (2002b), students spend most of their productive
time at school where they gain various kinds of knowledge, skills, and interpersonal skills
which contribute to their emotional well-being (Stewart-Brown, 2000). Teachers are
there to support students as they develop this knowledge and skill (Ura, 2002b), in fact,
data from a study by Bernard et al. (2007) reveal a clear correlation between teachers’
actions and student social and emotional well-being (SEWB). Whereas students with
higher levels of SEWB appear to perceive numerous positive actions of teachers which
the research suggests helps student well-being and success, students with lower levels of
SEWB are unlikely to perceive such support from their teachers (Bernard et. al., 2007).
For example, nearly all students with higher levels of SEWB are likely to agree that their
teachers make efforts to help them and are kind to them, while only 27% of students with
the lowest levels of SEWB perceive this attitude from their teachers (Bernard et. al.,
2007). In terms of receiving assistance from teachers with making friends and resolving
problems, the majority of students with higher levels of SEWB appear to perceive this
help from their teachers although most students with lower levels of SEWB are unlikely
to perceive this support (Bernard et. al., 2007). These results suggest that it is vital for
teachers to understand that they can heavily influence and promote students’ emotional
well-being. This study will contribute to the research by revealing the perceptions held by
Japanese senior high school teachers’ of the role of teachers, as well as their perceptions
of the knowledge and skills they have to help their students develop emotional
well-being.

3

Prerequisites for becoming senior high school teachers in Japan
To be able to work as a senior high school teacher in Japan, it is necessary to obtain a
teaching certificate (MEXT, n.d.c). Several kinds of licenses permit a person to teach at
senior high schools (MEXT, n.d.c). A common way to receive the qualification is
getting a bachelor’s degree or its equivalent with a completion of a teacher education
course which is offered such as at universities (MEXT, n.d.c). A teacher education
course should consist of no less than 67 credits (MEXT, n.d.c). Three credits of these are
for a practicum (MEXT, n.d.c), which is usually held in the fourth and final year of the
course, and the length is two weeks or more (Kansai University, 2009). Completing a
teacher education course may take two years minimum although the curriculum is
basically constructed for four years (Meiji University, n.d.). License holders can teach at
schools but an employment examination must be successfully passed before becoming a
regular member of the teaching staff (MEXT, n.d.c).

The researcher, whose nationality is Japanese, received Japanese teaching certificates
for junior and/or senior high schools in 1999 and 2004. She has had two years teaching
experience at public senior high schools in Okinawa, Japan from April 2004 to March
2006. This experience deepened her interest in this aspect of the study.

1.3 Purpose of the study
The purpose of this study is to investigate the perceptions that Japanese senior high
school teachers have of the role of teachers in encouraging the emotional well-being of
their students. Despite a rise in the incidence of bullying, non-attendance, and suicide
among young people in Japan, there does not appear to be enough training and formal
4

programs to enable teachers to cope with these problems (MEXT, n.d.a; Yoneyama,
2007).

There is evidence of increasingly inappropriate behaviour among young people (Numano
et al., 2002) that has led to concerns for their emotional well-being. Teachers may be able
to support the development of skills and strategies that students can use to cope with this
behaviour (Bernard et. al., 2007; Murray-Harvey et al., 2001; Takagi et al., 2006). It is
not yet clear whether senior high school teachers have the knowledge, skills, and
understanding to help their students develop these strategies, so it is hoped that this study
will uncover more about these aspects. This study therefore, aims to answer the following
three questions.

1.4 Research questions
This study was guided by a broad research question:

Question 1: How do senior high school teachers in Japan understand the role of teachers
in promoting the emotional well-being of their students?

In order to answer this central question, two sub-questions were developed:

Question 2: What knowledge and skills do senior high school teachers in Japan have
with regard to their students’ emotional well-being?

Question 3: How do senior high school teachers in Japan acquire the knowledge and
skills to encourage the emotional well-being of their students?
5

1.5 Significance of the study
This study is significant in various ways; it not only investigates the current perceptions
held by senior high school teachers of the role of teachers in promoting the emotional
well-being of their students, it also examines their perceptions of the content and quality
of their pre-service teacher education (PTE) and in-service training. In addition, it
uncovers the needs of the teachers with regard to the school system in order to promote
the emotional well-being of their students. Although this study is limited to researching
the role and perceptions of six teachers from a prefecture in Japan, information should
nevertheless be valuable for parties such as the Okinawa Prefectural Board of Education,
the Ministry of Education, Culture, Sports, Science and Technology, school
administrators, teachers, teacher educators, and teacher training planners.

1.6 Research design
This qualitative study used a hermeneutic phenomenological approach to explore the
experience of six senior high school teachers in Okinawa, Japan. The particular methods
selected in this study were guided by six notions of Gadamer’s philosophical
hermeneutics (Gadamer, 1989) and van Manen’s (1990) six research activities for
hermeneutic phenomenological research. As methods for data collection, semi-structured
individual interviews and a focus group interview were utilised. The texts (interpretive
transcriptions) for analysis were made by recording interviews with the teachers.

Patton (2002) states that even when a common language is used in an interview, there is
still some complexity in understanding exactly what a person means. When an interpreter
or a translator is required the situation becomes potentially even more uncertain (Patton,
6

2002). In this circumstance, translators must be given special training to enable them to
understand precisely what a researcher wants them to ask participants (Patton, 2002). The
participants in this study are Japanese and all of the interviews were conducted in
Japanese. This study required an interpreter and a translator in order to develop
semi-structured scheduled questions, to interview the participants and to transcribe the
interview data. In this case, as a native speaker of Japanese and a competent speaker of
English, the researcher became the interpreter and the translator.

The six teachers who participated in this study were selected on the basis of their
accessibility, that is, they were either colleagues of the researcher previously or were her
former teacher’s co-workers. In addition, each participant was a public senior high
school teacher in Okinawa, and was selected because they met criteria in terms of years
of teaching experience (1-10, 11-20, and over 20 years) and gender. Selection on this
basis meant that a balance was achieved in terms of teaching experience and gender.

Table 1.1 Participant categories
Teaching
experience (year)

1-10 years

11-20 years

Over 20 years

Female (no.)

1

1

1

Male (no.)

1

1

1

Four out of six participants took part in a focus group interview following an individual
interview. The shaded numerals in Table 1.1 indicate those participants who took part in
the focus group interview.

Data analysis drew on three approaches for discovering themes in the transcribed
7

phenomenon in the texts as suggested by van Manen: (1) “the detailed or line-by-line
approach”; (2) “the wholistic or sententious approach”; (3) “the selective or highlighting
approach” (1990, pp. 92-93). Through these methods, five themes emerged. As Creswell
(2007) states, such “multiple levels of data analysis” indicates the depth of rigor in the
study (p. 46). Moreover, the validity of this research is ensured by using member
checking (Creswell, 2007) for the interpretive transcriptions, and utilising “conditions for
a dialogic textuality” (van Manen, 1990 p. 151).

According to van Manen (1990), these four conditions can be summarised as: “texts
[which] need to be oriented, strong, rich, and deep” (p. 151). (1) In order to make texts
oriented, it is suggested that educational researchers make a firm connection between
their research and the meaning or nature of ‘pedagogy’, that is, “the activity of teaching”
or “educating” (van Manen, 1990 p. 2). (2) For texts to be strong, he recommends
researchers seek “the strongest pedagogic interpretation of a certain phenomenon” (p.
151). (3) Richness of texts can be achieved by “exploring a phenomenon in all its
experiential ramifications” (p. 152). (4) Acquiring a dimension of depth is attained
through rich descriptions which examine “the meaning structures beyond what is
immediately experienced” (van Manen, 1990 p. 152). These four conditions may also be
considered as evaluative criteria for phenomenological human science texts (van Manen,
1990), thus ensuring validity.

1.7 Key term definition
The term emotional well-being is translated into Japanese as “jyocho no antei”
(emotional stability) and “shakaisei no hattatsu” (social development) which reflects the
definition of the term used in this study, that is, “a range of feelings…are combined and
8

balanced” and “likely to relate to other people” (Stewart-Brown, 2000 p. 32). The
translated words (“jyocho… antei…” (p. 69)) and the exact phrase (“shakaisei no
hattatsu” (p. 46)) are utilised in Seitoshido teiyo, which is a basic manual for schools and
teachers concerning student guidance published by MEXT (MEXT, 2010). This indicates
that these phrases are commonly used and familiar to teachers.

In this study, Stewart-Brown’s (2000) definition of well-being will be utilised for the
definition of emotional well-being. This definition of well-being includes not only
feelings of happiness, but also other emotions related to social or inter-personal skills
that enhance the health of the individual and others with whom interaction takes place.
This broad vision of emotional well-being presents a holistic view that encompasses the
complexity of emotional well-being (Buchanan, 2000). As Stewart-Brown (2000)
suggests, pro-social value is emphasised in the definition of emotional well-being.
Despite the difficulty of conceptualising well-being (Carlisle & Hanlon, 2007;
Stewart-Brown, 2000), Stewart-Brown (2000 p. 32) defines it as follows:

a holistic, subjective state which is present when a range of feelings,
among them energy, confidence, openness, enjoyment, happiness,
calm and caring, are combined and balanced. People who feel like
this are likely to relate to other people in a way that enhances their
own and other people’s health.

This is the definition that has been adopted by the researcher for the purpose of this
study.
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1.8 Outline of the chapters
This opening chapter has introduced an overall description of the study, including the
background, purpose, research questions, and significance of the study within the context
of education. A brief overview of the research design and a definition of the term
emotional well-being, which is critical to this study, have been provided.

Chapter Two provides a conceptual and empirical context for the study through a review
of the current literature on: issues of defining emotional well-being; issues related to the
emotional well-being of Japanese senior high school students; formal expectations
regarding the roles of teachers in Japan; training of teachers; teaching context of Japanese
senior high school teachers; and school counsellors in Japan.

Chapter Three examines the qualitative hermeneutic phenomenological approach that
was taken and explains the research design and methods. It also includes the limitations
of this study.

Chapter Four presents the results based on an analysis of the interviews related to the
specific research questions. It also reports the results of the interview analysis based on
the themes that emerged, including a discussion of specific themes and the issues that
were raised.

Chapter Five provides a summary of the research findings, draws conclusions from them,
and indicates some of the implications stemming from them. It also considers suggestions
for further research in this area.
10

Chapter 2 LITERATURE REVIEW

2.1 Introduction
This chapter presents a review of the literature related to the role of Japanese senior high
school teachers in promoting the emotional well-being of their students. This review
consists of four sections; 1) the issues of defining emotional well-being; 2) issues related
to the emotional well-being of Japanese senior high school students; 3) formal
expectations regarding the roles of teachers in Japan; and 4) the teaching context of
Japanese senior high school teachers.

2.2 Growing interest in the area of emotional well-being
In many nations, a surge of interest, policy debate, policy-making, scholarly research and
program development has been recognised around the concepts of emotional well-being
and the role of schools (McLaughlin, 2008). According to McLaughlin (2008), for
example, policy initiatives in education can be seen in the Americas, Australia and across
Europe in programs such as the Healthy Schools Programme (DfES and Department of
Health, 2004) in the UK. Similarly Roffey (2009) notes that a growing emphasis on
student well-being has been seen in Australia over the last few years, for example, in the
Mind Matters (secondary) and Kids Matters (primary) initiatives funded by the
Australian Department of Health and Ageing. Moreover, a document with an emphasis on
this area, Creating an environment for emotional and social well-being: an important
responsibility of a health-promoting and child friendly school, was presented by the
World Health Organization (WHO, 2003). Three major facets are identified for
consideration regarding this global phenomenon (McLaughlin, 2008): 1) a change in “the
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place of emotions in our society and our cultural relationship to emotions”; 2) “concerns
about the self-control and well-being of young people”; 3) a move from focusing on
“disease and dysfunction” to “well-being and positive health” (pp. 355-356). In addition,
it is argued that three areas of study can help people understand the development of
emotional well-being in children and adolescents: studies on resilience and protective
mechanisms, emotional regulation and mental health (McLaughlin, 2008). Thus, it seems
that various elements have been involved in the international trend in focusing on
emotional well-being and education.

2.3 Issues of defining emotional well-being
Emotional well-being consists of two complex concepts ‘emotion’ and ‘well-being.’
Researchers state that both emotion (Öhman & Birbaumer, 1993) and well-being
(Carlisle & Hanlon, 2007; Stewart-Brown, 2000) are hard to define and conceptualise.
The problems of defining emotion are related to the subjectivity of emotion, limitations
of vocabularies to describe emotions, and being unable to explain it simply in its
relation to behaviour (Öhman & Birbaumer, 1993).

In a similar manner, the complexity of the area of well-being has been noted by
researchers (e.g., Carlisle & Hanlon, 2007; McLaughlin, 2008; Stewart-Brown, 2000).
According to Carlisle and Hanlon (2007) literature on well-being covers multiple
disciplines and fields, including positive psychology, evolutionary psychology,
neuroscience, economics, sociology, social and cultural anthropology, cultural studies,
philosophy, theology, ethics, and ecology.

Despite this complexity, Carlisle and Hanlon (2007 p. 8) combine “some complex
12

evidence, contentious theories and speculative conclusions” about well-being from a
number of thinkers and a variety of disciplines, and three broad themes are identified
within the literature. These themes vary regarding how the issue of well-being and its
solutions are conceptualised: 1) “psycho-biological”, 2) “economic, socio-cultural”, 3)
“other forms of knowledge” (Carlisle & Hanlon, 2007 p. 8). While all three themes
employ “scientific (and other) forms of knowledge”, the first theme draws more on a
“quantitative application of science” (Carlisle & Hanlon, 2007 p. 8). Claims are founded
on empirical data produced mainly by experimental approaches and survey work
(Carlisle & Hanlon, 2007). The second theme, which is rooted in socio-cultural and
political theory, suggests that scientific as well as popular conceptualisations of
well-being are culturally shaped, frequently in accordance with the requests of a
capitalist economic system (Carlisle & Hanlon, 2007). It appears that fundamental of all
is the third theme, which gathers both theories and evidence from various disciplines as
ecology, philosophy, ethics, and spirituality (Carlisle & Hanlon 2007). This theme
engages in the analysis of consumer culture’s effect on well-being but in the perspective
of larger human problems (Carlisle & Hanlon 2007). An underlying question within all
three themes is “the nature of what it means to be human” (Carlisle & Hanlon, 2007 p.
9). They conclude that even though no uncontroversial solutions are seen within any of
these themes, each one plays an essential role in contributing to a complex knowledge
of the field of well-being (Carlisle & Hanlon 2007). Therefore, rather than choosing one
theme as a correct explanation of well-being, understanding the complexity of the area
and acknowledging the contribution of all of these themes to the knowledge seems
reasonable.
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2.4 Problems with conceptualising well-being
The concept of well-being is covered by broad disciplines and fields (Carlisle & Hanlon,
2007; Stewart-Brown, 2000). Consequently, complexity appears to make it difficult to
conceptualise well-being. For example, Stewart-Brown (2000) states that the concept of
well-being is clearly complex, covering a number of other concepts including quality of
life, life satisfaction, happiness and morale as evidenced by the wide-ranging, extensive,
and diffuse academic literature.

In addition, Carlisle and Hanlon (2007) note conceptual problems of well-being viewed
from a “psycho-biological” perspective (p. 8). According to them, not all researchers
distinguish between “subjective well-being (happiness)” and “psychological well-being
(positive mental health)” (Carlisle & Hanlon, 2007 p. 9). Some researchers utilise a
variety of terms which might be used as nearly identical, for example, positive feelings,
positive emotions, preference utility, positive functions, emotional health, life
satisfaction, subjective well-being, and happiness (Carlisle & Hanlon 2007). Although
researchers tend to explain adequately to their colleagues which conceptualisation is in
use, the difference may be unclear when research results are distilled for the general
public (Carlisle & Hanlon 2007). Therefore, not only the broadness of the knowledge
about well-being (Stewart-Brown, 2000), but also the different uses of the term among
researchers makes it difficult to conceptualise exactly what is captured by this term
(Carlisle & Hanlon, 2007).

Moreover, among a perplexing range of terms that describe what has been formally
defined as emotional well-being, the following are considered the most common:
emotional intelligence, emotional literacy, positive mental health, and emotional
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well-being (McLaughlin, 2008). Amongst these, the term emotional well-being is
regarded as the most comprehensive or ‘encompassing’ term (McLaughlin, 2008 p. 354).
Frequently, the terms utilized show the tradition of the writer or the area within which
they are acting (McLaughlin, 2008). For instance, the term ‘emotional literacy’ is often
selected by educators and ‘positive mental health’ by psychotherapists or psychologists
(McLaughlin, 2008). These diverse terms demonstrate different conceptions of emotional
well-being (McLaughlin, 2008). For example, the work of Goleman (1995) on emotional
intelligence and Weare (2004) on emotional literacy are viewed as stressing the
individual’s management of emotion while they evidently also include social aspects
(McLaughlin, 2008).

In this thesis, these different terms are all regarded as explaining emotional well-being
although their particular emphasis may vary. The term ‘emotional well-being’ has been
chosen for this study, and is aligned with Stewart-Brown’s (2000) definition which is
regarded as presenting a broader vision of emotional well-being (Buchanan, 2000).
Since her definition seems to encompass the complexity of emotional well-being, it has
been judged by the researcher to be the most useful for this research.

2.5 The emotional well-being of Japanese senior high school students
While it is assumed that numerous aspects of children’s and young people’s physical
health have considerably improved due to the recognition and mitigation of certain risk
factors, similar progress has not been made in terms of their emotional and psychological
well-being (Newman, 2002). According to UNICEF (2011), approximately 20 per cent of
adolescents in the world are believed to have a behavioural or mental health issue.
Depression is a major problem for people aged 15-19, and in fact among people aged
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15-35, suicide is one of the three main causes of mortality (UNICEF, 2011). An estimated
71,000 youth commit suicide per annum worldwide, although “up to 40 times as many
make suicide attempts” (UNICEF, 2011 p. 27). The occurrence of mental disorders
globally among young people has risen in the last two to three decades. The rise is
ascribed to “disrupted family structures, growing youth unemployment and families’
unrealistic educational and vocational aspirations for their children” (UNICEF, 2011 p.
27).

A number of authors outline issues related to the emotional well-being of youth in
wealthier countries including Japan (e.g., Hayamizu & Niwa, 2002; Ishimura &
Yamanishi, 2007; McCombs, 2004; Smith & Rutter, 1995; UNICEF, 2007). According to
Smith and Rutter (1995), a significant increase in psycho-social disorders of young
people has occurred in almost all developed nations in the period 1945-1995, including
depression, suicide and suicidal behaviours. A UNICEF report (2007) compares “child
well-being” that is, the well-being of children and youths, in industrialised countries
under six facets: “material well-being, health and safety, education, peer and family
relationships, behaviours and risks, and young people’s own subjective sense of
well-being” (p. 2). The report indicates that wealthier countries do not necessarily have
the ability to provide a more supportive environment for the well-being of children and
young people than poorer countries. The authors of the report reveal that there is no clear
connection between gross domestic product (GDP) per capita and levels of ‘child
well-being’ (UNICEF, 2007). For instance, the Czech Republic scores a higher overall
level for ‘child well-being’ than several much richer nations including Austria, France,
the UK and the USA (UNICEF, 2007). The presence of this report may also suggest that
there are concerns regarding the social and emotional aspects of the well-being of
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children and young people in developed nations.

In fact in the USA, rates of school violence, bullying, youth suicide, school dropout, and
other negative behaviours have increased to unacceptable levels in recent years
(McCombs, 2004). These negative actions are believed to “have taken a toll on students’
emotional well-being and social adjustment—documented by rising rates of childhood
depression, emotion-related illnesses, and expressions of fear and hopelessness”
(McCombs, 2004 p. 23). In addition, drawing on a number of works, Lam and Hui (2010,
p. 219) state that:

A growing number of secondary school students across the world
show signs of struggles with developmental challenges as indicated
by occurrences of campus violence, suicide, behavioural problems,
emotional hardships and teen issues such as self-esteem, peer
relations and conflicts, sexuality, family problems, drugs and gangs.

Thus, an increase in adolescents’ mental health and behavioural problems seems to be a
worldwide trend. It can be assumed that some of these issues are closely linked to
relationships at home and school. Under these circumstances, the emotional well-being of
youth is an international concern.

Japan is one of the wealthier nations whose young people seem to have problems
regarding their emotional well-being. The alarming Japanese youth situation regarding
“psychological and social aspects of subjective well-being” is noted in a UNICEF report
which is based on data from the Organisation for Economic Co-operation and
Development (OECD) Programme for International Student Assessment (PISA) survey
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2003 (UNICEF, 2007 p. 37). In this survey, students at the age of 15 in participating
countries provided information about how they ‘fit in’ at their school by agreeing or
disagreeing to six statements. The comparative figure concerning 24 OECD countries
made by UNICEF (2007) is presented by combining the percentage of both ‘agree’ and
‘strongly agree’ from the original data. The results of these countries regarding the
following three statements were selected by UNICEF (2007) in order to investigate the
perceptions of social segregation, such as feelings of ‘being an outsider’, awkwardness,
and loneliness, which can considerably influence the quality of youths’ lives: ‘My school
is a place where: I feel like an outsider (or left out of things); I feel awkward and out of
place; I feel lonely’ (OECD, 2003c p. 16).

The comparative figure shows that while the proportion of youth agreement with the
statements is at the lower end of the 5% to 10% range in most of the 24 OECD countries,
the case of Japan is very different except for the response for ‘I feel like an outsider or left
out of things’ (UNICEF, 2007 [italics in original]). In fact, the data reveal that with the
strikingly high proportions (in fact the highest), Japanese young people agreed with the
other statements: ‘I feel awkward and out of place; I feel lonely’ (UNICEF, 2007 [italics
in original]). The total percentage of Japanese youths who either agreed or strongly
agreed with the second statement ‘I feel awkward and out of place’ is nearly 18% whereas
the OECD average across participating countries is less than 10% (OECD, 2003a).
Among the 24 OECD nations, only two countries – Japan and Belgium, exceeded 15%
(UNICEF, 2007). In addition, the total proportion of Japanese adolescents who either
agreed or strongly agreed with the final statement ‘I feel lonely’ was almost 30% although
the OECD country average was approximately 8% (OECD, 2003b). In relation to the 24
OECD countries, Japan’s result is about three times higher than the next highest-scoring
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nation. This finding may suggest either a difficulty of translating the question into other
languages and cultures, or an issue meriting further research, or both (UNICEF, 2007).
While the results of the data may reflect these difficulties, they allow people to see the
situation of the emotional well-being of Japanese youths in a wider context. Even though
they cannot uncover the daily reality of young Japanese people, they may indicate the
social and emotional needs and the necessity of exploration in the area of emotional
well-being of Japanese youths.

2.6 Formal expectations toward school and teachers
It has been stated that: “Promoting the health and wellbeing of our children is both a
family responsibility and social priority” (Johnson, 2008 p. 385). In order to achieve this,
an important contribution that school can make regarding the social and emotional health
of children and/or young people is stated by a number of authors in different terms. These
terms include ‘emotional well-being’ (McLaughlin, 2008); ‘social and emotional
well-being’, ‘health’, ‘healthy psycho-social environment’ (WHO, 2003); ‘social and
emotional learning’ (Zins, Weissberg, Wang & Walberg, 2004); ‘mental health’ (Weare &
Nind, 2011); and, ‘school guidance and counselling’ (Sun & Hui, 2007). According to
WHO (2003), there is growing acknowledgment that health (including students’ social
and emotional well-being) and educational outcomes are greatly connected, and that
schools can be the best places to aim for both. For example, Zins, Bloodworth, Weissberg
and Walberg (2004 p. 3) note:

Intrinsically, schools are social places and learning is a social process.
Students do not learn alone but rather in collaboration with their
teachers, in the company of their peers, and with the support of their
families. Emotions can facilitate or hamper their learning and their
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ultimate success in school. Because social and emotional factors play
such an important role, schools must attend to this aspect of the
educational process for the benefit of all students.

In order to enhance learning as well as health through schools, great international efforts
were made in the period 1993-2003. Four significant examples are: “WHO’s Global
School Health Initiative and its concept of a Health-Promoting School; UNICEF’s
framework of rights-based, child-friendly educational systems and schools; Education for
All (EFA); and the recent interagency initiative by WHO, UNICEF, UNESCO, Education
International, Education Development Center, Partnership for Child Development and
the World Bank, Focusing Resources for Effective School Health (FRESH)” (WHO,
2003 p. 1). A common characteristic among these initiatives is the value of a healthy
psycho-social environment in schools (WHO, 2003). Such a school environment can be
achieved when it:







is warm, friendly and rewards learning
promotes cooperation rather than competition
facilitates supportive, open communications
views the provision of creative opportunities as important
prevents physical punishment, bullying, harassment and violence, by
encouraging the development of procedures and policies that do not
support physical punishment and that promote non-violent interaction
on the playground, in class and among staff and students.



promotes the rights of boys and girls through equal opportunities and
democratic procedures.
(WHO, 2003 p. 1)

It is believed that schools with a healthy psycho-social environment can promote social
and emotional well-being as well as learning (WHO, 2003). Concurrently, this
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environment offers support to students and their families, as well as teachers (WHO,
2003). Schools therefore can make a great contribution by providing a healthy
psycho-social environment and, further, it can be said that there is a wide acceptance of
the idea that learning and promoting the emotional well-being of students go hand in hand.
Thus, if teachers and administrators have a deeper understanding of this relationship, they
may significantly influence students.

In addition, from the perspective of the development of emotional well-being, it is
regarded that schools and teachers have a vital role to play in the process (McLaughlin,
2008). According to McLaughlin (2008), there are several core processes that the
research on emotional regulation, mental health and resilience stresses as significant in
the development of emotional well-being: relationships, community building and
pedagogy.

The first process is the establishment of “positive, sensitive, caring and supportive
relationships between teachers and pupils, where emotional well-being is modelled”
(McLaughlin, 2008 p. 363). McLaughlin’s view is upheld by Howard, Dryden and
Johnson (1999): “Many researchers argue that caring and support across all three external
systems is the most critical variable throughout childhood and adolescence” (p. 313). For
example, in relation to students’ academic learning, Goleman (2004) considers that
“caring relationships with teachers and other students increase students’ desire to learn”
(p. viii). Rogers (1983) also maintains that “the facilitation of significant learning rests
upon certain attitudinal qualities that exist in the personal relationship between the
facilitator and the learner” (p. 121 [italics in original]) when findings in the area of
psychotherapy are applied to the classroom. With regard to children’s emotional
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regulation, it is stated that it is through relationships with adults that children learn
emotional regulation (Gerhardt, 2004). In fact, the studies on emotional regulation have
revealed that the behaviour of adults and relationships with adults are pivotal to emotional
well-being (McLaughlin, 2008). This is an important aspect in forming the emotional
well-being of youth in schools (McLaughlin, 2008). Consequently, it is implied that “the
teacher is of vital importance because the teacher will have an impact, through their
emotional responses, on the child’s regulatory abilities” (McLaughlin, 2008 p. 363).
Therefore as McLaughlin (2008) suggests, it seems necessary for prioritising this feature
of education, that is, the student-teacher relationship.

The standpoint of emotional well-being which stems from the resilience-related research
is one in which communities and especially the school community are central settings for
its enhancement or its lack of development (McLaughlin, 2008). This suggests that
children’s social inclusion that is their sense of belonging to school is a major issue. As
Rutter (1990 in McLaughlin p. 364) indicated, both the social and the learning or
cognitive targets of schools are both important (McLaughlin, 2008). Consequently, the
role of schools as social organisations accountable for the well-being, care and support of
all the members would need to be stressed (McLaughlin, 2008 [italics in original]). As
core aspects of developing emotional well-being include supportive relationships with
teachers, engagement in learning and students’ achievements, the implications for
student–teacher relationships and pedagogy would be highly meaningful (McLaughlin,
2008). McLaughlin, (2008) suggests that cultivating an ethic of care would be prioritised:

The emotional well-being of young people is deeply bound up in the
process of inclusion, teaching and learning, and community building
22

in schools and classrooms. It is inseparable from the quality of the
relationships between teachers and pupils and pupils and pupils.
These are hard to define and to engage with but … if we are to take
the development of emotional well-being seriously, they are where
we should locate our efforts (McLaughlin, 2008 p. 365).

Thus, from the view of the development of emotional well-being, schools and teachers
are considered as playing a crucial role. Through their efforts in the areas of relationships,
school community and pedagogy, this development can be promoted. It is significant, for
example, that pedagogical approaches that incorporate features such as, humane and
consistent behaviour management, teaching that is engaging and active, wide conceptions
of achievement and democratic classrooms appear to be key processes for the
development of emotional well-being (McLaughlin, 2008). Furthermore, relationships
(between students and teachers and among students) appear to be central since this factor
may be the base for school community and pedagogy. Consequently, it is important for
teachers to understand that they are involved in the development of emotional well-being,
and therefore they should be aware of the influence of this involvement.

Moreover, regular teachers’ duties of guidance and counselling appear to be closely
related to promoting the emotional well-being of students. It has been recognised that
“(g)uidance and counseling as a whole-school responsibility” is a universal phenomenon
(Lam & Hui, 2010 p. 230). As a consequence of youth related issues, governments across
the world issue policies and mandates which “hold schools and every school personnel
responsible for the positive development of the whole student population as well as
intervention for at-risk students” (Lam & Hui, 2010 p. 219). Regarding this, an
educational policy adopted in Hong Kong in 1990 was for commencing “the
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whole-school approach to guidance and counselling” (Lam & Hui, 2010 p. 219). This
policy expects all teachers to be involved in identifying and assisting students with
difficulties, and helping their adjustment to school and personal and social development
(Hui, 2002). This kind of support is likely to facilitate the emotional well-being of
students.

Likewise, in Japan, student guidance (seito shido) and educational counselling (kyoiku
sodan) are considered to be the duties of all teachers (MEXT, 2010) and it seems that
Japanese teachers are formally expected to support the emotional well-being of students.
It is understood that educational counselling is a part of and plays the main role of student
guidance according to the document Seitoshido teiyo, which is a basic guide for schools
and teachers concerning student guidance published by Ministry of Education, Culture,
Sports, Science and Technology (MEXT) (MEXT, 2010). This basic book explains that in
Japan, student guidance refers to educational activities which aim to enhance
schoolchildren’s social skills/sociability (shakaiteki shishitsu), encourage their ability to
take action, while at the same time valuing individual character and fostering the
development of personality (MEXT, 2010). That is, student guidance focuses on
supporting each child’s character development and ensuring school life that is meaningful,
interesting and rich for each student (MEXT, 2010). In addition, it seeks to promote the
sound growth of each student both mentally and physically inside and outside the
curriculum (MEXT, 2010). Thus, the development of all schoolchildren’s social
skills/sociability, character and personality, sound mind and body, ability to take action,
and the provision of fruitful school life are emphasised by the Japanese government
through student guidance. These goals appear to promote the emotional well-being of
students.
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Moreover, student guidance aims to foster each child’s self-guidance ability which helps
them attain their current and future self-actualisation (jiko jitsugen) inside and outside the
curriculum (MEXT, 2010). The foundation of self-actualisation (jiko jitsugen) is based in
various kinds of self-selection and self-determination in daily school life (MEXT, 2010).
Giving such opportunities to schoolchildren while providing appropriate guidance and
support throughout the process by teachers leads to nurturing them (MEXT, 2010).
Self-guidance, the ability to guide oneself or to be self-disciplined, is cultivated through
every occasion and opportunity in school life including during academic guidance
sessions (MEXT, 2010). It is therefore necessary to provide student guidance during class,
breaks between classes, after-school hours, through club activities, and experiential
activities in the community (MEXT, 2010). In order to promote the ability of
schoolchildren to guide themselves according to their developmental stage, a systematic
process is required that attempts to encourage a common level of ability for each student,
by considering their degree of emotional and social development regarding each age and
grade (MEXT, 2010).

On the other hand, it is also important to give individual guidance and support based on
each student’s developmental situation (MEXT, 2010). Furthermore, to encourage the
development of personality while at the same time situating common goals as a base, it is
necessary for schools as institutions to provide student guidance in an organised fashion
(MEXT, 2010). The Japanese government notes that it is important to consider how
student guidance is placed and how it can be conducted across the whole curriculum
(MEXT, 2010). Consequently, through the provision of student guidance, Japanese
teachers are expected to be involved in supporting the development of students’
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self-guidance ability which may ideally lead to their “self-actualisation” (MEXT, 2010 p.
1). In order to achieve this, taking a systematic approach for student guidance across the
whole curriculum seems to be the key. It also appears that it is essential for teachers to
equip themselves with knowledge and skills for individual as well as group guidance and
support.

The importance of obtaining knowledge and skills for individual and group guidance and
support can also be indicated from the characteristics of student guidance and educational
counselling, and the relationships of these to student support. Educational counselling is a
crucial part of student guidance, however there are many overlaps between them (MEXT,
2010). Educational counselling aims to support students in building good relationships,
adjusting well to life, deepening self-understanding/self-awareness and cultivating and
developing character according to each student’s stage of development (MEXT, 2010). In
order to achieve these goals, the Japanese government recognises the importance of
learning in theory and practice in, for example, developmental psychology, cognitive
psychology and school psychology (MEXT, 2010). In addition, regarding the
implementation of educational counselling, the government suggests that it is necessary
for schools to take a systematic and organisational approach for the provision of
information, instructions, explanations, and practices (MEXT, 2010).

Although similarities between student guidance and educational counselling are shown in
their purposes and the methods of conduct, there are also differences. Whereas
educational counselling focuses largely on an individual and attempts to further his or her
inner transformation through interviews and exercises, student guidance focuses mainly
on groups and seeks group achievements or changes through school events or
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extracurricular activities (MEXT, 2010). As a result of these interactions, changes are
likely to occur in individuals (MEXT, 2010).

The area of student guidance includes dealing with problem behaviours and managing
group safety of the whole class and school (MEXT, 2010). While it places its main focus
on the group, in order to enhance the effectiveness of guidance, interview techniques used
in educational counselling and a knowledge of developmental psychology and clinical
psychology can play a significant role (MEXT, 2010). That is to say, they can be very
useful in encouraging students to accept their issues, think independently about where a
problem lies, and what sort of action should be taken, and then identify what should be
done first (MEXT, 2010).

Thus, it seems crucial for all Japanese teachers who are responsible for student guidance
and educational counselling to acquire the knowledge and practical skills for providing
both individual and group guidance and support. Such knowledge and skills should focus
on communication and relationship-building since Japanese teachers are expected to
facilitate students’ relationships. For providing student guidance and educational
counselling, the usefulness of theories and practices in psychology is emphasised by the
Japanese government. Consequently, it seems essential to train student teachers and
current teachers by placing appropriate emphasis on communication and relationships.
Considering the targets of student guidance and educational counselling, it can be
assumed that Japanese teachers are officially required to play a role in promoting the
emotional well-being of students.

Student guidance in Japan is regarded as a significant function in order to achieve the
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goals of school education, and as having great importance for school education alongside
academic guidance (MEXT, 2010). To achieve the aims of education in Japan, there are
five objectives (MEXT, n.d.b); objectives 1-4 inclusively seem to be relevant to this study.
Both the aims and objects are found in the Basic Act on Education which was revised in
2006 in response to the altered social situations surrounding education (MEXT, 2008).
These include for example, a declining birth rate and aging population, a decreasing
nurturing function of home and society, and deteriorating ethics (MEXT, 2008). The
following are the aims and objectives:

Aims of Education
Article 1
Education shall aim for the full development of personality and strive
to nurture the citizens, sound in mind and body, who are imbued with
the qualities necessary for those who form a peaceful and democratic
state and society.
(MEXT, n.d.b)

Objectives of Education
Article 2
1. To foster an attitude to acquire wide-ranging knowledge and
culture, and to seek the truth, cultivate a rich sensibility and sense
of morality, while developing a healthy body.
2. To develop individual abilities while respecting the values of each
individual; to cultivate their creativity; foster a spirit of autonomy
and independence; and foster an attitude to value labor while
emphasizing the connections with career and practical life.
3. To foster a value for justice, responsibility, gender equality, mutual
respect and cooperation, and active contribution, in the public
spirit, to the building and development of society.
4. To foster an attitude to respect life, care for nature, and contribute
to the protection of the environment.
5. To foster an attitude to respect our traditions and culture, love the
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country and region that nurtured them, along with respect for other
countries, and a desire to contribute to world peace and the
development of the international community.
(MEXT, 2008)

When translating the above concepts from the perspective of the ideal image of a person,
they can be summarised into the following three goals (MEXT, 2008). The first two
targets are particularly related to this study.



To bring up people whose intelligence, morals and physical strength are
well-balanced, and who are independent and seek self-realization
throughout a lifetime.



To bring up citizens who respect a sense of public duty and voluntarily
participate in the formation of the country and society.



To raise Japanese people who participate in the international society
with respect for the traditions and culture of Japan and other countries.
(MEXT, 2008)

The aims and objectives of the Japanese education system are stressed in the purposes of
student guidance. It appears that Japanese education aims to support the development of
the whole person through providing student guidance. It also seems apparent that the
Japanese education system emphasises the idea of ‘bringing up people.’ The following
statement in Basic Plan for the Promotion of Education (Provisional translation) (MEXT,
2008) reflects this view:

When we squarely face the … current problems and social changes
surrounding education, the significance of education, or undertaking
of bringing up people, is clear: education makes it possible for people
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to realize happiness and for the country and society to grow and make
progress (MEXT, 2008).

Hence, Japanese teachers are formally expected to engage in ‘bringing up’ schoolchildren
holistically by considering intellectual, mental and social factors. In this way, they can
realise self-actualisation and in the process develop and maintain happiness, as well as
contributing to the prosperity by becoming active members of society.

It is stated that “Educational excellence relies heavily on the qualities and abilities of
teachers” (MEXT, 2002). The Japanese teachers’ expected role in students’ emotional
and social realms is also shown in the required qualities and abilities of teachers stated by
the Educational Personnel Training Council (1987) and Central Education Council
(2012). These include for example, ability to give student guidance, social skills and
communication skills. The requirements of the Educational Personnel Training Council
(1987) are based on the idea that the activities of teachers are involved in the development
of the mind and body, and influence students’ character building greatly. The required
qualities and abilities of teachers are divided into two groups: 1) general qualities and
abilities required at all times, and 2) qualities and abilities particularly required from this
time on (Educational Personnel Training Council, 1997).

According to the Educational Personnel Training Council (1997) report, general qualities
and abilities of teachers required at all times include: a sense of mission as educators, a
deep understanding of the development of a person, ‘educational love’ for students
[similar to the role of parents], specialised knowledge about a subject and so on, a good
and broad education, and ‘practical guiding skills’ which are based on these qualities and
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abilities (Educational Personnel Training Council, 1987). In addition, qualities and
abilities of teachers particularly required from now on consist of three parts: 1) a sense of
responsibility for the teaching profession, skills of investigation, and an ability to keep
learning independently throughout the teaching career, 2) advanced knowledge and skills
for a profession (e.g., practical skills for subject teaching, student guidance and
homeroom class management, and special needs education), 3) all-round human ‘power’
(e.g., social skills, communication skills, the ability to work as a team with colleagues, the
capacity to cooperate with various organisations in the community and society) (Central
Education Council, 2012). The qualities and abilities of teachers are formed through
pre-service education, recruitment and professional learning; therefore, measures for
teachers’ improvements in their qualities and abilities need to be taken in each phase in a
comprehensive manner (Educational Personnel Training Council, 1987). At the stage of
pre-service education, student teachers are expected to be equipped with a minimum
standard of qualities and abilities which enable them to perform homeroom class
management as well as subject teaching, student guidance and other duties (Educational
Personnel Training Council, 1997).

Thus, it is expected of Japanese teachers that they will prepare themselves with
knowledge, skills and attitudes not only for supporting students’ academic areas but also
promoting their emotional and social realms. Knowledge and skills of counselling and
communication seem important for Japanese teachers since they are expected to equip
themselves with, for example, social skills and communication skills, and promote
students’ relationship-building and self-understanding. Consequently, it appears that
Japanese senior high school teachers play a major role in promoting the emotional
well-being of students. In order to meet these expectations of teachers, the content and
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emphasis in pre-service and in-service training appear to be significant.

The usefulness of counselling skills for teachers in particular is supported by a number of
authors (e.g., Educational Personnel Training Council, 1997; Hui, 2002; McGuiness,
1998; MEXT, 2010; Okinawa Prefectural Board of Education (OPBE), 2012). For
example, all senior high school teachers in Okinawa, Japan are expected to perform
educational activities with a ‘counselling mind’ (OPBE, 2012) which refers to a basic
counselling attitude that is, an empathic and receptive stance based on respecting each
person’s character (Zenmyou, 1996). Hui (2002) also notes that teachers may use
“counselling skills in guiding and interacting with students” (p. 64). McGuiness (1998)
regards this idea as “Pastoral care and personal and social education require all teachers to
have basic counseling skills …” (p. ix). Moreover, a link between counselling and
communication is significant as counselling skills allow the users to communicate with
those under their care, in ways which leave them feeling secure (McGuiness, 1998).
Deepening and extending the skills of interpersonal communication is what counsellors
can supply (McGuiness, 1998). The useful programs or techniques for educational
counselling and student guidance that the Japanese government introduces include:
[Structured] Group Encounter (SGE), Peer Support Activities, Social Skill Training,
Assertion Training, Anger Management, Stress Management Education, Life Skill
Training, Career Counselling (MEXT, 2010). These methods are seen as helpful in
building relationships between teachers and students which is necessary when providing
educational counselling (MEXT, 2010). SGE in particular seems an encompassing
program which covers many of these skills (Okada, 1999; Okada, 2004) including the
development of skills of communication and attentive listening (Okada, 1999).
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SGE is described as a kind of counselling and can be defined as a technique for
relationship development in preventive and developmental counselling, that is, the
technique for exchanging true feelings (‘relation’) and self-discovery (Kokubu & Katano,
2001 p. 3). It is also regarded as an ‘educational technique’ (Kokubu & Katano, 2001 p. 1),
and it can be useful in numerous educational settings, for example, classroom
management (building relationships between teachers and students, and among students),
educational counselling, academic and career counselling, extracurricular activities, and
students’ socialisation and character building (Okada, 1999; Okada, 2004). In fact, these
characteristics of SGE appear to support the aims of Japanese education which include
the development of the individual’s personality and healthy mind (MEXT, n.d.b). In
addition, Kinjo (2002) provides information on SGE in a book written for student
teachers, teachers and others who are interested in education. It seems therefore ideal that
Japanese student teachers and teachers learn the practical techniques involved in SGE.

2.7 Little emphasis on social and emotional learning in pre-service
teacher education (PTE)
Despite the fact that teachers are widely expected to promote the social and emotional
well-being of students, many PTE courses may not succeed in providing sufficient
preparation for the role. In fact, teachers in a number of institutions express
dissatisfaction regarding their training, reflecting that it does not provide them with an
adequate “working knowledge and understanding of underlying social forces and
processes in their classrooms (in the student “society” and in teacher-student interaction)”
(Babad, 2009 p. ix). According to Babad (2009), nearly all textbooks in the social
psychology of education and in educational psychology are too general, and their
handling of the social psychology of the classroom is very narrow. In the context of the
33

USA, it is noted that course offerings tend to be concentrated on the cognitive
development of children and adolescents while teacher education programs generally
require a solid base in child development (Fleming & Bay, 2004). More frequently,
pre-service teachers are given little to no instruction in social and emotional development
or exposure to social and emotional learning (SEL) programs until they need to teach
them in the schools (Fleming & Bay, 2004). This suggests that the link is insufficient
between what student teachers receive in the programs in terms of supporting the
emotional well-being of students and the knowledge and skills required at school for this
role. While many PTE programs pay little attention to the significance of the social and
emotional effects on learning in the classroom, growing numbers of educationalists have
come to understand it as a foundation for successful education (Elias, Zins & Weissberg,
1997). It is suggested that a systematic approach in which teachers obtain essential
“training, support, and recognition” is critical in an effective education program (Elias et
al., 1997 p. 43).

Regardless of the lack of training in PTE in the USA, in most school districts, regular
classroom teachers take the greater part of responsibility for the teaching of SEL skills
and program implementation (Fleming & Bay, 2004). In fact, it is expected that SEL
programs will be widespread to schools across the USA due to the allocation of funding
for adopting these programs by the federal government each year (Fleming & Bay, 2004).
It is argued that teachers are “the critical element in creating learning environments in
which children’s understandings and skills in this domain are advanced” (Fleming & Bay,
2004 p. 95 [italics in original]). In general SEL refers to:

learning those skills involved in being self-confident and motivated,
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knowing what behaviors are expected, curbing impulses to
misbehave, being able to wait, following directions, knowing how to
ask for help, expressing needs, and getting along with others. In the
school learning context, SEL is the process for integrating thinking,
feeling, and behavior to achieve important social tasks; meet
personal and social needs; and develop the skills necessary to
become a productive, contributing member of society (McCombs,
2004 p. 27).

In addition, major SEL competencies can be organised into four groups: 1) awareness of
self and others; 2) positive attitudes and values; 3) responsible decision making; and 4)
social interaction skills (Payton, Wardlaw & Graczyk, 2000). The capacity related to
communication is included under 4) social interaction skills (Payton et al., 2000).These
skills of SEL appear to support the emotional well-being of students and also seem to be
similar to what the Japanese government hopes will be offered to students through student
guidance. The notion of SEL originates from the work of Daniel Goleman (1995) and
others (e.g., Salovey & Mayer, 1990) on emotional intelligence (McCombs, 2004). In the
foreword of the book, Building academic success on social and emotional learning: what
does the research say? (Zins, Weissberg, Wang & Walberg, 2004), Goleman regards the
best SEL programs as “lessons in emotional intelligence” (p. vii). Since emotional
intelligence describes work in the area of emotional well-being (McLaughlin, 2008), SEL
programs can be seen as broadly used programs in the USA to promote the emotional
well-being of students. According to Zins, Bloodworth, Weissberg and Walberg (2004),
SEL plays a major role in affecting non-academic outcomes such as children’s safety,
health and citizenship as well as enhancing their academic achievement and lifelong
learning.
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In this example of the USA, it seems that regardless of the recognition of the importance
of the social and emotional realms of students’ lives by the government and schools, this
idea has not been effectively incorporated into PTE programs. Arguably, a lack of
emphasis on the social and emotional development of children and adolescents, and
practical skills regarding this field in PTE, may influence pre-service teachers’
understanding of the role of teachers in promoting the emotional well-being of students. It
is assumed that equipping teacher candidates with basic knowledge and skills in this
domain can greatly influence their readiness and performance in supporting students.

The definition of emotional well-being used in this study comprises the element of
interpersonal relationships which is closely related to communication skills. Examples
include “openness”, “caring”, and “likely to relate to other people” (Stewart-Brown, 2000
p. 32). Consequently knowledge of communication and the skills it involves seem to be
important factors in promoting emotional well-being; however, they may often be
neglected in PTE. In the context of teaching and learning, communication plays a
significant role in the classroom as an exchange of knowledge occurs from one group to
another and between one person and another (Shukri, 1997 cited in Majid, Jelas, Azman
& Rahman, 2010 p. 565). Nevertheless, teacher education programs in the USA have
increasingly been criticised for not providing pre-service teachers with the level of
communication skills training which is necessary for meeting “the day-to-day
functioning of teachers” (Simonds, Lippert, Hunt, Angell & Moore, 2008 p. 56). In fact, a
number of authors recognise the importance of communication skills for teachers (e.g.,
Hurt, Scott & McCroskey, 1978; Majid et al., 2010; Yoneyama, 2007). For example,
Majid et al. (2010) regard communication skills as one of the two key factors in affecting
the teaching and learning ambience in the classroom. They consider that ‘good
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communication skills’ will determine the effectiveness of teaching, and “will enable the
teachers to identify the student’s behaviour as well as instilling positive values that will
boost the student’s emotional and social skills” (2010 p. 566). Thus, communication skills
are viewed as one of the major abilities for teachers in the fulfilment of their role in
promoting students academically as well as socially and emotionally.

The strength of the link between communication and relationship is identified in a
statement by Hendrick (1989): “Relating is communicating, and without communication
there is no relationship” (p. 15). Burleson, Metts and Kirch (2000) view the connection as
follows: communication can be usefully seen as functioning “consequentially (in
continually constituting a dynamic relational culture)” as well as “strategically (in the
service of individual intensions)” (p. 246). The Japanese government states that through
communication with students information can be gathered for understanding them which
can contribute to providing student guidance based on appropriate student understanding
(MEXT, 2010). Furthermore, the focus on communication in PTE is recommended as it:

seems a potent first step toward recognizing the inherent connections
between the Communication and Education disciplines and toward
helping students move ahead in their lifelong journeys toward
improved communication with others (Johnson & Roellke, 1999 p.
137).

Therefore, it is suggested that teacher educators should start exploring ways to include
communication skills training in teacher education programs (Simonds et al., 2008).
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2.8 Training needs of Japanese teachers
Despite facing various student behavioural issues in Japan, it appears that there are
insufficient formal programs and training for teachers to cope with these problems.
Yoneyama (2007) suggests that it is necessary to improve teacher training by providing
teachers with updated skills to cope with bullying and other issues emerging in a
changing society.

An extensive prefecture-wide quantitative study by Nakamura, Tsuji, Hasegawa, Uema,
Kotagiri, Satoi, Shimoji and Oishi (2012) explored public school teachers’ professional
learning in Okinawa, Japan. Overall, their research shows that the areas of student
guidance, psychology, counselling, and relationship-building are included in the teachers’
highly preferred topics for their professional learning (Nakamura et al., 2012). The
significance of these spheres for educational activities, which include subject teaching, is
recognised by Nakamura et al. (2012).

In addition, over three-quarters of the teachers selected special needs education (i.e.,
knowledge and practical skills) as a favourable field for their professional learning
(Nakamura et al., 2012). The results appear to confirm Takarabe’s (2002) view: one of the
issues for all current teachers includes education for children with developmental
disabilities. The teachers’ needs in this area are also shown in the results of an open-ended
question in the study, that is, the need for professional learning in this field was the third
highest common response to the question (Nakamura et al., 2012). The comments include
the teachers’ desires to learn 1) concrete steps [to foster students with developmental
disabilities] with pointing out insufficient school support that takes the characteristics of
developmental disabilities into consideration, 2) how to provide guidance to students in
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how to relate to each other, and 3) how to establish a support system at schools regarding
special needs education (Nakamura et al., 2012). Further, the highest common response to
the open-ended question in the study is related to the teachers’ hope to receive
professional learning that offers something they can use immediately in practice,
including homeroom management, guiding methods for subject teaching and other
educational activities (Nakamura et al., 2012).

In the study by Nakamura et al. (2012), over three-quarters of the senior high school
teachers in particular reported that they preferred the fields in relation to student guidance,
psychology, and counselling. In addition, they further preferred a topic related to
relationship-building (with students and for their peer relationships) and over 60% of
them favoured knowledge and practical skills in special needs education (Nakamura et al.,
2012). The study also found that the Japanese senior high school teachers favour above
all, practice for the means of professional learning, followed by case report and
examination of their own practices, lecture, workshop, trial lessons/simulation practices
and reflection of them, research on lessons and [receiving] advice and guidance
(Nakamura et al., 2012). As stated by Nakamura et al. (2012), these results offer many
suggestions not only for improving professional learning for current teachers but also for
PTE.

Requirements for becoming senior high school teachers in Japan
It is necessary to obtain a teaching certificate to work as a school teacher in Japan
(MEXT, n.d.c). Teaching licenses can be either ordinary, special, or temporary, and in
Japan most teachers hold ordinary licenses (MEXT, n.d.c). An ordinary license is given
to candidates who receive an academic degree and complete a teacher education course
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provided such as at universities (MEXT, n.d.c).

To teach at senior high schools, for example, candidates are currently required to
complete a bachelor’s degree or its equivalent and a teacher education course which
consists of no less than 67 credits (MEXT, n.d.c). These comprise 20 credits from
subjects related to those subject(s) which candidates intend to teach, 23 credits from
subjects about the teaching profession, 16 credits from subjects that belong to either one
of these two groups, and eight credits from other subjects (MEXT, n.d.c). Three credits
under the teaching profession subjects are for a practicum (MEXT, n.d.c), which is
generally held in the fourth and final year of the course, and where the length is two
weeks or more (Kansai University, 2009). If candidates wish to obtain a license for
teaching junior high schools as well, a three week or more practicum is needed at either
a junior or senior high school (Kansai University, 2009). Subjects under the teaching
profession also include topics related to the significance of teaching job, student
guidance (seito shido), educational counselling (kyoiku sodan) which involves basic
counselling knowledge, academic and career counselling, and the physical and mental
development and learning process of children/students, including those with a disability
(MEXT, n.d.c; Ordinance for Enforcement of the Teachers License Act, s.6). Theories as
well as methods concerning student guidance (seito shido), educational counselling
(kyoiku sodan), and academic and career counselling should be offered in the related
subject(s) (Ordinance for Enforcement of the Teachers License Act, s.6).

In addition, a new and compulsory final year subject, “Exercise in Teaching Practice”
(Kyoshoku Jissen Enshu), was added to the curriculum from 2010 (MEXT, n.d.c). This
subject was established in order to confirm that candidates are equipped with the
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minimum qualities and abilities required for teachers (MEXT, n.d.c). For the subject
content, it is expected to include the following issues: 1) a sense of mission and
responsibility as teachers and ‘educational love’ for students [similar to the role of
parents], 2) social skills/sociality and relationship-building skills, 3) student
understanding and classroom management, and 4) subject teaching skills (Central
Education Council, 2006). A viewpoint of ‘job sites’ needs to be reflected into the lesson
plans, teaching and evaluations appropriately by including a person(s) who has teaching
experience at schools as a lecturer(s) (Central Education Council, 2006). It is
recommended that the teaching methods incorporate not only lectures but also exercises
such as role playing, group discussions, teaching practical skills, case studies, fieldwork,
and trial lessons/simulation practices (Central Education Council, 2006). In this way,
linking theory and practice is emphasised in this new subject.

The course may take a minimum of two years to complete, but the curriculum was
basically designed as a four year course (Meiji University, n.d.). While license holders
can teach at schools, becoming a regular teacher on staff requires passing an
employment examination (MEXT, n.d.c). To teach in public schools, a test is given by
the board of education of a prefecture or an ordinance-designated city, and for teaching
national or private schools, the test is generally provided by the schools or corporations
(MEXT, n.d.c).

Issues regarding PTE in Japan
While universities authorised to provide PTE should keep the required standard, it is
believed that failing to meet the norm can be general in some ways (Katoh, 2013). For
example, it is necessary that these universities contain the area of physical and mental
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development as well as the learning process of children/students with a disability in
their PTE, but according to the results of inspections held by MEXT between 2006 and
2011, not all universities follow this rule (Katoh, 2013). These results show that usually
around 30 to 45 universities were examined in each of these years and almost half of
them had fallen below the requirements for the topic, except in 2007 (Katoh, 2013).
Since PTE plays an important role in teacher education (Educational Personnel Training
Council, 1987; Educational Personnel Training Council 1997), it is vital that authorised
universities maintain the essential quality of the course for prospective teachers.

2.9 Stress and teaching profession
People who work in human services (i.e., education, medical care, social services) are
inclined to carry an emotional load because of the characteristics of their work (Kohori,
2006). Thus, in order to ensure their well-being, it is essential that support is provided for
them (Kohori, 2006). Numerous studies have stated that teaching is a stressful career
(Tatar, 2009). For example, Pithers (1995) notes that teaching which also contains
administration is viewed as a highly stressful occupation, and may be more stressful than
many others. This is understood to arise because of the great interpersonal demands of the
work and its attendant roles and tasks, as well as expectations and requirements (Pithers,
1995). The interpersonal needs include not only those concerning students but also in
relation to colleagues and superiors (Ura, 2002a). There is a complexity and variability in
the range of expected roles of teachers (Tatar, 2009; Ura, 2002a). For example, they need
to: convey remarkable amounts of knowledge and information regarding their subject
matter to their pupils, educate and discuss in the context of particular (national, religious)
and/or universal values, act successfully in relation to nationwide evaluation standards
(those that evaluate pupils’ and/or teachers’ achievements) and fulfil the demands, and
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expectations, of their pupils’ parents and communities (Tatar, 2009). In order to cope with
the stress that teachers may feel, basically, it is necessary to deal with stress at dual levels:
individually and in the workplace (Ura, 2002a).

In terms of dealing with stress at the individual level, it is suggested that teachers acquire
coping skills (Ura, 2002a). Turning to someone for help when pressed is one of the
worthiest coping strategies which they may utilise according to some authors (e.g., Castro,
Kelly & Shih, 2010; Tatar, 2009; Ura, 2002a). A study of teachers’ help-seeking
behaviours suggests that colleagues perform a significant role as a major source of
support (Tatar, 2009). Consequently, collegial support can be a contributor to ‘teacher
resilience’ (Beltman, Mansfield & Price, 2011). Although the help-seeking coping
strategy seems very useful for teachers, the application may be heavily influenced by the
school environment. According to Tatar (2009), encouraging the teacher’s use of internal
sources of support in the school may generally require substantial changes in many
schools’ organisational cultures in a number of ways: teacher reports of having problems
are comprehended as a willingness to seek help and not as signs of failure or weakness;
teacher ‘burnout’ is perceived as a ‘normative’ reality of the teaching career; the provision
of internal support is embraced as a significant and reasonable value in the school’s
organisational culture; and a value should be conveyed through standards which
normalise the accessibility and availability of colleagues, counsellors and principals to all
school staff. Furthermore, schools should consider that ‘trustworthiness’ is a main factor
in affecting teachers’ willingness to seek help (Tatar, 2009). While accessibility and
availability are also essential, they may be not sufficient if teachers do not view the
professional providing the support to be “an expert who is open-minded and can be
trusted” (Tatar, 2009 p. 123). Thus, a cooperative school culture is vital for supporting
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teachers and it appears that counsellors’ expertise and fidelity are keys in determining
whether teachers will turn to them for help.

2.9.1

The context of Japanese senior high school teachers

Most Japanese schools may also require considerable changes in order to provide a
supportive environment for teachers. In Japan, the development of support systems which
enable individual teachers to deal with their stress effectively is urgently needed (Ura,
2002a). It is believed that recurring school issues which include school non-attendance
and bullying, and dealing with students who have a mild developmental disability (e.g.,
learning

disability

(LD),

attention

deficit

hyperactivity

disorder

(ADHD),

high-functioning autism) have heavily influenced the mental health of Japanese teachers
(Soyama & Honma, 2006). Nagai, Tsuchiya, Toulopoulou and Takei (2007) also present
the view that considering students’ misbehaviour, it is sensible to assume that teachers
may experience stressful situations. Indeed, statistics have indicated that psychological
illness has been a growing issue among teachers (in primary, lower and upper secondary,
and special-needs schools). The rate of teaching staff (including principals and
nurse-teachers) taking sick leave due to psychological problems increased from 0.10% in
1989 to 0.20% in 1999, and to 0.59% in 2010 (MEXT, 2012). The proportion has risen
approximately three times higher between the period 1999 to 2010. Sick leave due to
mental problems accounted for 48.1% of total sick leave in 2001 and it increased to
62.4% in 2010 (MEXT, 2012). The fact is that the majority of school staff who suffer
from mental problems are teachers (92.7% [5,011 out of 5,407] in 2010) (MEXT, 2012).
Importantly, students may be influenced on a daily basis, by the mental health problems
that teachers experience (Soyama & Honma, 2006). Considering this, it is sensible
therefore to assume that Japanese teachers may need to be more effectively equipped to
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deal with a range of issues, and with their responses to them, whilst receiving support
from in and outside schools.

According to MEXT (2010), regardless of building good relationships between teachers
and students, students may be placed in conflict situations if there is a lack of good
relationships between teachers and parents or guardians. Thus, the relationships between
teachers and parents/guardians are important in order to guide students (MEXT, 2010).
However, having support from parents/guardians is getting more difficult (MEXT, 2010).
It is widely acknowledged that the nurturing function of parents and communities has
decreased in recent years (Shinzato, 2002). The attitude of parents/guardians toward
school education has changed radically, and it has been difficult to build trusting and
cooperative relationships between teachers and parents/guardians (MEXT, 2010). This
situation can be attributed to parents’/a guardian’s circumstances such as having pressure
(e.g., economic, family relationships), lack of opportunities to learn parenting from a
proper model, the enormity of student’s issue (e.g., developmental disability) and diverse
values (MEXT, 2010). Educating students cannot be separated from their family
situations (MEXT, 2010). Under the circumstances, many Japanese teachers may find it
challenging to guide students without receiving sufficient support from parents/guardians
and society.

In recent years, there has been increasing interest among companies in environmental
management at the workplace in how employees cope with stress (Ura, 2002a). This is
regarded as including a focus on mental health education and/or providing a psychiatrist
or counsellor for staff (Ura, 2002a). However, this management approach is yet to be
sufficiently developed in schools (Ura, 2002a). What is most needed at school regarding
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this matter is that school management allows teachers to share with each other their
worries and troubles, and to receive various kinds of information and support (Ura,
2002a). In addition, if the cause of the stress is due to the large amount of work or the
organisation itself, the improvement of the work environment is essential (Ura, 2002a). In
order to enhance teachers’ job satisfaction, it may also be necessary to devise a
segregation of school duties which allows reducing unnecessary responsibilities and
providing an environment for teachers to concentrate on teaching students (Ura, 2002a).
Moreover, it is suggested that a structure be created which permits disclosing information
to parents/guardians and the community about problems such as ‘school disintegration’,
school non-attendance and bullying when it happens, so that a more general approach can
be used to work through these issues together (Ura, 2002a). Establishing this kind of
system may facilitate receiving information and support from parents/guardians and,
consequently, it may prevent individual teachers from taking problems upon themselves,
as well as helping them understand students from various perspectives (Ura, 2002a).
Therefore, the value of support not only from inside schools, but also from
parents/guardians and the community is recognised as an important factor in helping
teachers.

2.10

Background of school counsellors in Japan

Tatar (2009) states that “School counsellors are the most influential mental health agents
in schools” (p. 121). In his research of Israeli teachers (2009) from Grade 1-12, he reports
that the availability of “school counsellors and/or psychologists” (p. 120) was the most
important assistance that teachers could have in their work followed by support regarding
disciplinary problems. In Japan, providing public schools with school counsellors [or
equivalent people (MEXT, n.d.e)] began in 1995 in response to the situation where
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students’ problematic behaviour was recognised as a social problem (e.g., school
non-attendance, bullying, dropping out of senior high school) (Araki & Nakazawa, 2007).
This project aimed to address the prevention, early detection and treatment regarding
issues such as these (MEXT, 2010). School counsellors (or equivalent people) are
regarded as ‘experts on the mind’ who have highly specialised knowledge and experience
in clinical psychology for students (Araki & Nakazawa, 2007; MEXT, 2010; MEXT,
n.d.e). While the number of schools that received school counsellors was 154 for the first
year in 1995, it increased to 12,000 in 2008 (MEXT, 2010). Public junior high schools are
the main target for the provision of the school counsellors (MEXT, 2010; MEXT, n.d.e).
Although the situation of public senior high schools is not noted in detail by MEXT
(2010), wider placement has been achieved among public junior high schools (i.e.,
approximately 8,000 out of 10,000 schools), and an extension among public elementary
schools has been promoted.

2.11

People who are involved in counselling students

Japanese school counselling involves a wide range of people. While an eligibility
requirement for school counsellors and equivalent people is identified by the Japanese
government (MEXT, n.d.e), there is no special qualification for school counsellors in
Japan, and education for them is not specific either (Araki & Nakazawa, 2007). Therefore,
standardisation of knowledge and skills of school counsellors or equivalent people may
be critical in order for them to perform expected roles. An eligibility requirement for
school counsellors is to fulfil one of the following criteria: clinical psychologists who are
qualified by Foundation of the Japanese Certification Board for Clinical Psychologists;
psychiatrists; current or former university presidents, professors or lecturers who have
highly specialised knowledge and experience in clinical psychology for students (MEXT,
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n.d.e; Shinzato, 2002). An eligibility requirement for ‘equivalent people’ as school
counsellors is to fulfil one of the following criteria those who have experience in clinical
psychological work or who have experience in counselling students for more than a year
(or five years for university and junior college graduates), this include medical doctors,
graduates of the master’s course, or graduates of universities or junior colleges (MEXT,
n.d.e). In addition, counselling at school can include people who are certified persons in
relation to psychotherapy, or who are current or retired teachers (Shinzato, 2002). When
these people play a role in counselling as a school duty (komu bunsho), they are called
kyoiku sodanin or gakko counsellor (Shinzato, 2002). In recent years, in some cases,
people who are related to child fostering activities in communities have become involved
in counselling students (Shinzato, 2002). Since a variety of people engage in Japanese
school counselling, a consistent approach to training school counsellors or equivalent
people may be necessary in order for them to fulfil required duties.

2.12

Issues regarding school counsellors

Previous research suggests that although counsellors recognise the needs of supporting
teachers, the provision of school counsellors does not always ease the burden for teachers
and the satisfaction of the teachers is not high (Araki & Nakazawa, 2007). Further, while
school counsellors are expected to be specialists (Araki & Nakazawa, 2007; MEXT,
2010; MEXT, n.d.e), it is suggested that there is still a need to establish the expertise of
school counsellors (Araki & Nakazawa, 2007). School counsellors’ expertise is identified
as one of the key issues that the Japanese teachers perceive in a study by Araki and
Nakazawa (2007). In their study, some participants’ comments suggested that the
expertise of school counsellors depended on the individual capability of each counsellor,
and that there was an ambiguity in the duties and roles of school counsellors (Araki &
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Nakazawa, 2007). The expected duties of school counsellors require them to work as
well-trained professionals. The main duties include: 1) conducting assessment activities
for students; 2) providing counselling for students and parents/guardians; 3) helping to
build team networking within schools; 4) providing help, consultations and information
to parents/guardians and teachers; 5) developing collaboration with external institutions
such as medical organisations; 6) offering training for teachers (MEXT, 2010). According
to Araki and Nakazawa (2007), the results of their study suggest that both Japanese
teachers’ recognition of school counsellors as experts and Japanese teachers’ expectations
toward them are high. In order for school counsellors with sufficient knowledge and skills
to support teachers, the provision of appropriate and standardised training appears to be
vital.

School counsellors’ employment patterns and the time constraints they experience is
another major issue which is recognised in the study by Araki and Nakazawa (2007).
According to them, previous research as well as their study reveal many voices of
teachers who hope to increase the working hours of school counsellors (Araki &
Nakazawa, 2007). In the study by Araki and Nakazawa (2007), these voices include a
comment regarding making school counsellors regular staff members at schools. Their
study also found that due to the employment pattern of school counsellors, some teachers
feel it is difficult to receive support from them for school organisation and prevention
although these teachers acknowledge the need to do this (Araki & Nakazawa, 2007).
Moreover, their study shows that some teachers value daily communication among
students, counsellors, and teachers (Araki & Nakazawa, 2007). These teachers perceive
that keeping daily communication which allows school counsellors to be involved in
issues before they become complex links to a preventative support (Araki & Nakazawa,
49

2007). Further, their study suggests school counsellors “support teachers’ daily efforts”
(Araki & Nakazawa, 2007 p. 87). It is stated that communication contributes to building
relationships (Hendrick, 1989) and “counselling takes place in a relationship where the
client feels safe” (McGuiness, 1998 p. 21 [italics in original]). In order for school
counsellors to communicate with students and teachers daily and to develop such
relationships with them for providing them support, the availability of the school
counsellors appears to be important.

2.13

Positioning this study

The purposes of student guidance have been explained in relation to promoting students’
emotional well-being. The author argues that student guidance can be considered as a
Japanese teacher’s role which aims to support the development of students’ emotional
well-being.

While the role schools and teachers play in promoting students’ emotional well-being is
increasingly acknowledged, there is limited research on teachers’ perceptions of this role.
The need for exploration is suggested by several authors, for example, from the
perspective of the role of teachers in ‘student emotional health and well-being’ (Kidger,
Gunnell, Biddle, Campbell & Donovan, 2010 p. 919) and ‘student guidance’ (Lam & Hui
2010 p. 220). According to Lam and Hui (2010), an implicit assumption that regular
teachers would acknowledge student guidance as their role appears to exist. However,
limited numbers of studies have explored “how regular teachers perceive their role in
student guidance” (Lam & Hui, 2010 p. 220). In the context of Britain, Kidger et al.
(2010) also state that little is revealed about the opinions of teachers in relation to their
role in promoting student emotional health and well-being and how well prepared they
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feel to perform it. In addition, little research has investigated teachers’ concerns and
voices in relation to educational reforms whether in Hong Kong or other places (Lam &
Hui, 2010).

Previous research in the area of students’ emotional well-being suggests that a belief held
by secondary teachers or school staff that teaching and students’ emotional well-being are
inseparable (Kidger et al., 2010; Lam & Hui, 2010). All participants, who are regular
teachers, in a study by Lam and Hui (2010) regarded the meaning of education as to “the
whole-person development” (p. 224) of students, and they considered teachers as having
responsibilities in counselling and guidance. However, in a study by Kidger et al. (2010),
while the participants, who were involved in emotional health and well-being activities,
acknowledged its significance to the work of schools, most perceived that many of their
co-workers were unwilling or unable to be involved in this area. The study by Lam and
Hui (2010) indicates that teachers’ acceptance of the role in guidance and counselling
originates from their idea which integrates education, guidance and counselling. Previous
studies suggest that both pre-service and ongoing professional learning can be a key
factor in the improvement of teachers’ involvement (Kidger et al., 2010; Lam & Hui,
2010), for example, including in the training studies which aim to enhance awareness of
the relationship between academic results and emotional health and well-being (Kidger et
al., 2010). Another main factor for encouraging teachers’ engagement in this area is
suggested as supporting teachers’ own emotional well-being (Kidger et al., 2010; Lam &
Hui, 2010). This issue involves “the heavy workload” (Lam & Hui, 2010 p. 228) and
stress (Kidger et al., 2010; Lam & Hui, 2010) that teachers experience.

Specific to Japan, there are some studies which are directly or indirectly related to teacher
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perception of the role of teachers in promoting student emotional well-being (e.g.,
Fujisawa, 2003; Haraoka, 1989, 1990; Imai & Associates, 1982; Ishimura & Yamanishi,
2007; Koizumi, 1996; Koizumi, 1983; Matsumoto, Aso, Kawakami, Nakamura &
Nagoshi, 1985; Nakamura et al., 2011, 2012; Tajima, Matsuo & Sakamoto, 2008). While
these studies do not use the term ‘emotional well-being’, they involve the teacher’s
understanding of the role of teachers in or teachers’ opinions about student guidance,
educational counselling (kyoiku sodan), or encouraging students’ social skills/sociality.
These studies provide some understanding of the teacher perception of the role of
teachers in the area of student emotional well-being; however it is still not clear whether
teachers actually accept this role and their voices regarding this role. Therefore more
exploration is needed in the context of Japan as well.

Whereas encouraging the development of the emotional well-being of students appears to
be part of a Japanese teacher’s daily role (MEXT, 2010), some results of previous
research do not reflect this view (e.g., Ishimura & Yamanishi, 2007; Matsumoto et al.,
1985). For example, although some studies suggest that primary and/or junior high school
teachers perceive the role of student guidance or educational counselling as one of the
primary or secondary roles of teachers (e.g., Haraoka, 1989, 1990; Matsumoto et al.,
1985), the results of a study also indicate that only half of the participants, who are junior
high school teachers, perform this role frequently (Matsumoto et al., 1985). In senior high
school, a study by Ishimura and Yamanishi (2007) indicates that physical education
teachers play a major role in student guidance, and suggests a need for establishing a
structure which involves many teachers in student guidance. The striking results from the
OECD PISA survey 2009 are that less than 30% of 15-year-old Japanese students (first
year senior high school students (MEXT, n.d.d)) who participated agreed that most of
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their teachers are interested in their well-being while the OECD country average was over
65%.

Previous studies both in and outside Japan suggest that a constraint regarding teachers’
practice in guidance and counselling comes from insufficient training in this field in PTE
(e.g., Imai & Associates, 1982; Koizumi, 1983; Lam & Hui, 2010). A majority of senior
high school teachers in a study by Imai and Associates (1982) and most of the secondary
school teachers in a study by Lam & Hui (2010) perceived that the PTE programmes were
useless (Imai & Associates, 1982) or inadequate (Lam & Hui, 2010) in equipping them
with skills in guidance and counselling. In addition, Imai and Associates (1982) revealed
that the majority of senior high school teachers in their study agreed with the idea that
theory and practice in educational counselling (kyoiku sodan) or counselling should be
compulsory in PTE for future teachers. This response is supported in a study by
Nakamura et al. (2012) in which over three-quarters of their participants, who are senior
high school teachers, preferred the area of counselling for their professional learning.

In Japan, the majority of research of teachers’ perceptions in the area of students’
emotional well-being utilises a survey method, and it also appears that there is very little
research with a focus on senior high school teachers in general (e.g., Imai & Associates,
1982). This study, which uses two types of interview methods, aims to add some in-depth
understanding of Japanese senior high school teachers’ perceptions of the role of teachers
in encouraging students' emotional well-being. This study will contribute to the body of
research that is directly related to this area of teacher education and practice particularly
in Japan.
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2.14

Conclusion

This chapter provided a review of literature relevant to the role of Japanese senior high
school teachers in promoting the emotional well-being of their students. The key term in
this study ‘emotional well-being’ was discussed, and the emotional well-being of
Japanese students was examined. This chapter also identified the formal expectations for
Japanese senior high school teachers, and the idea that the teachers’ duty of student
guidance works to support students’ emotional well-being was discussed. Moreover, the
teaching context of Japanese senior high school teachers was discussed. Overall, it can be
concluded that teachers are greatly involved in the development of the emotional
well-being of their students and, therefore, student-teacher relationships are important.
Further, it was argued that it is significant for teachers to understand their role in
promoting the emotional well-being of students in order to ensure their support in this
area. Finally, while Japanese students’ emotional well-being appears to need more
attention, there is a lack of research investigating Japanese teachers’ perceptions of the
role of teachers in promoting the emotional well-being of their students and it is uncertain
whether teachers regard it as part of their role.

This study will contribute to the current body of knowledge by presenting Japanese senior
high school teachers’ perceptions of the role of teachers with a specific focus on
promoting the emotional well-being of their students. The next chapter will discuss the
methodology which underpins this research.
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Chapter 3 METHODOLOGY

3.1 Introduction
The purpose of this chapter is to provide a rationale for the selection of the research
design used to explore Japanese senior high school teachers’ understanding of their role in
promoting the emotional well-being of their students. The thesis research questions were
presented in Chapter One, along with an overview of the research framework and
methods. This chapter describes and explains further details of the research design and
methods undertaken to collect data to analyse the answers to the research questions. It
outlines the type of research, epistemology, theoretical perspective, methodology and
methods which are utilised for this study. It is argued that taking a hermeneutic
phenomenological approach for this study is the most appropriate framework for
pursuing responses to the research questions. Table 3.1 summarises the research
framework of this study and the subsequent sections address each in turn.
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Table 3.1 Research Framework

Qualitative Research
Epistemology

Constructionism

↓

Theoretical Perspective
↓

Methodology
↓

Methods

Interpretivism
 Hermeneutic phenomenology
Hermeneutic phenomenological research
Gadamer – Philosophical hermeneutics
Van Manen – 6 research activities
Semi-structured interviews (6 individual
interviews and a focus group interview)

(Adapted from Coleborne, 2009 p. 44; Crotty, 1998 pp. 4-5; Hyde, 2005b p. 146)

3.2 Qualitative Research
This hermeneutic phenomenological study is framed within a qualitative research
approach (Creswell, 2007). In this section, the key philosophical assumption,
characteristics and a definition of qualitative research are presented. In addition, a
rationale for the choice of qualitative research is provided.

The key philosophical assumption on which every type of qualitative research is based is
the view that reality is constructed by individuals interacting with their social worlds
(Merriam, 1998). The main interest of qualitative researchers is “understanding the
meaning people have constructed, that is, how they make sense of their world and the
experiences they have in the world” (Merriam, 1998 p. 6 [italics in original]). Unlike
quantitative research, which takes apart a phenomenon to investigate component parts
(which become the variables of the study), qualitative research can uncover how all the
56

parts work together to shape a whole (Merriam, 1998). It is also explained that, preferably,
the design of qualitative research is bendable and evolving, responsive to changing
situations of the research in its development (Merriam, 1998).

The use of qualitative research is regarded as appropriate when a problem or issue needs
to be explored (Creswell, 2007). In other words, qualitative research is conducted when
we need a “complex, detailed understanding of the issue” (Creswell, 2007 p. 40 [italics in
original]). Creswell (2007) provides a definition of qualitative research as follows:

Qualitative research begins with assumptions, a worldview, the
possible use of a theoretical lens, and the study of research problems
inquiring into the meaning individuals or groups ascribe to a social or
human problem. To study this problem, qualitative researchers use an
emerging qualitative approach to inquiry, the collection of data in a
natural setting sensitive to the people and places under study, and
data analysis that is inductive and establishes patterns or themes. The
final written report or presentation includes the voices of participants,
the reflexivity of the researcher, and a complex description and
interpretation of the problem, and it extends the literature or signals a
call for action (p. 37).

In this definition, qualitative research emphasises the procedure of investigation as
flowing from philosophical assumptions, to worldviews and, through a theoretical lens,
on to the process included in examining human or social issues (Creswell, 2007).
Similarly, Crotty (1998) states that four key elements, epistemology, theoretical
perspective, methodology, and methods, can contribute to the soundness of the research
and ensure that results are convincing. It is therefore important to make these elements
explicit in the research. The following text addresses these four essentials in turn.
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Considering the key philosophical assumption, the main interest and the characteristics of
qualitative research stated above, the utilisation of qualitative research is particularly
suitable for this study, which aims at gaining an in-depth understanding of Japanese
senior high school teachers’ perceptions of the role of teachers in promoting the
emotional well-being of their students.

3.3 Epistemology: Constructionism
Constructionism (Crotty, 1998), which is also often referred to as constructivism
(Bryman, 2004), is the epistemological foundation that underpins this hermeneutic
phenomenological study. In this section, an explanation of constructionism as an
epistemology is provided in relation to this study.

An epistemology is “a way of understanding and explaining how we know what we
know” (Crotty, 1998 p. 3). It is a stance towards how the investigator knows what he or
she knows (Creswell, 2003 cited in Creswell 2007, p. 16). It is a theory of knowledge
embedded in the theoretical perspective and thus in the methodology (Crotty, 1998). The
epistemological question asks: “What is the nature of the relationship between the
knower or would-be knower and what can be known?” (Guba & Lincoln, 1994 p. 108).

The purpose of inquiry of constructivism is to develop an understanding and to be able to
reconstruct the constructions which people (including the researcher) originally possess,
aiming toward consensus, but still being open to new interpretations as information and
sophistication advance (Guba & Lincoln, 1994). While objectivist epistemology
maintains that meaning, and thus meaningful reality exists apart from the function of any
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consciousness, and subjectivist epistemology considers that the subject imposes meaning
on the object, constructionist epistemology holds that meaning comes out of an interplay
between the subject and the object (Crotty, 1998). From a constructionist perspective, all
knowledge, and consequently all meaningful reality, “is contingent upon human practices,
being constructed in and out of interaction between human beings and their world, and
developed and transmitted within an essentially social context” (Crotty, 1998 p. 42).

Human knowledge is viewed from a constructionist perspective:

There is no meaning without a mind. Meaning is not discovered, but
constructed. In this understanding of knowledge, it is clear that
different people may construct meaning in different ways, even in
relation to the same phenomenon. Isn’t this precisely what we find
when we move from one era to another or from one culture to
another? In this view of things, subject and object emerge as partners
in the generation of meaning (Crotty, 1998 p. 9).

In other words, “the relationship between the researcher and the object of the researcher’s
interest” (Hyde, 2005b p. 109) is regarded as collaborative in the production of meaning.
The constructionist view was important for this study. Identifying themes of the
phenomenon under investigation that is Japanese senior high school teachers’
understanding of the role of teachers in promoting the emotional well-being of their
students, would require the researcher to interpret the professional experience of the
participants (Hyde, 2005b). Meaning would therefore be constructed through the
researcher’s engagement with, and reflection on, the texts (Hyde, 2005b) created by the
interview data. The subsequent sections of this chapter present this interpretation in detail
based on the theoretical perspective that this research takes.
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3.4 Theoretical
Perspective:
phenomenology

Interpretivism

–

Hermeneutic

According to Crotty (1998), a theoretical perspective is considered to be the philosophical
stance which informs methodology, therefore, it provides a context for the process and
grounds its criteria and logic. In this hermeneutic phenomenological study, interpretivism,
which embraces hermeneutics and phenomenology (Crotty, 1998), is the broad
philosophical stance lying behind the methodology.

Interpretivism appeared in contradistinction to positivism in its attempts to understand
and explain social and human reality (Crotty, 1998). Whereas the positivist approach
views that human behaviour is governed by general laws, the interpretivist approach
holds that the only way to grasp the social world is understanding it from the standpoint of
individuals (Candy, 1989).

According to Candy (1989), fundamental to interpretive theorists are the concepts of
intersubjectivity, motive and reason. He explains them as follows:

Intersubjectivity refers to the consensual norms which define what is
real or valid in any social situation; motives are the events or
circumstances which cause other events or circumstances (that is,
‘because of’); reasons are the as-yet-unfulfilled expectations which
influence behaviour prospectively (that is, ‘in order to’) (Candy,
1989 p. 4).

While positivistic studies have tended to focus solely on ‘because of’ type motives,
ignoring the intentions, attitudes, values and beliefs that influence people to behave ‘in
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order to’ reach some desired state of affairs, interpretive studies aim to understand these
aspects (Candy, 1989). Such an approach contributes to the comprehension of
participants’ perceptions of their role in promoting the emotional well-being of their
students.

According to Crotty (1998), the interpretivist approach to human inquiry has emerged
historically in various guises which include hermeneutics, phenomenology and symbolic
interactionism. This study has particularly utilised hermeneutic phenomenology, which
includes the aspects of both hermeneutics and phenomenology (van Manen, 1990), as its
theoretical perspective.

3.4.1

Phenomenology, hermeneutics and hermeneutic phenomenology

Phenomenology and hermeneutics are human science approaches derived from
philosophy; in effect they are philosophies and reflective disciplines (van Manen, 1990).
Philosophical phenomenology, including transcendental phenomenology, hermeneutic
phenomenology and existential phenomenology, is the foundation of all phenomenology
(Ehrich, 2003). It is suggested that researchers who use phenomenology and
hermeneutics should gain a detailed understanding of the epistemological or theoretical
implications of them (van Manen, 1990). In the subsequent sections, phenomenology,
hermeneutics and hermeneutic phenomenology, and their relevance to the present study
are described.

3.4.2

Phenomenology: rationale for choosing phenomenology

Phenomenology is “the study or description of phenomena” (Hammond, Howarth & Keat,
1991 p. 1). Phenomena are considered to be people’s experiences of things, in other
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words phenomenology refers to “the study of experience” (Barritt, Beekman, Bleeker &
Mulderij, 1985 p. 19). Consequently, phenomenology entails “the description of things as
one experiences them, or of one’s experiences of things” (Hammond, et al., 1991 p. 1).
These experiences or phenomena are basically anything that falls within the normal,
everyday activities of a person (Hammond, et al., 1991). These experiences include
perceptions (hearing, seeing, touching, and so on); beliefs, wishes and imaginations;
feelings of anxiety, excitement, or anger; an evaluation and judgment of things
(Hammond, et al., 1991), and the experiences of objects such as trees (Barritt et al., 1985;
Hammond, et al., 1991). In this study, the ‘phenomenon’ under investigation is the
perceptions of a group of senior high school teachers, all Japanese nationals, and the role
of teachers in encouraging the emotional well-being of their students.

In addition, phenomenology is also regarded as “the study of essences” (Merleau-Ponty,
1962 p. vii; van Manen, 1990 p. 10). “Essence is that what makes a thing what it is (and
without which it would not be what it is)” (van Manen, 1990 p. 177). Gaining a deeper
comprehension of the meaning or nature of our everyday experiences is what
phenomenology sets out to achieve (van Manen, 1990). Phenomenology questions “What
is this or that kind of experience like?” (van Manen, 1990 p. 9). The focus and the subject
matter of phenomenological inquiry is to discover “what people experience and how they
interpret the world” (Patton, 2002 p. 106).

Moreover, a key aspect which distinguishes a phenomenological approach is the
assumption that “there is an essence or essences to shared experience” (Patton, 2002 p.
106 [italics in original]). These essences are the central meanings reciprocally
comprehended through a phenomenon mutually experienced (Patton, 2002). The focus of
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phenomenologists is on describing what all participants commonly share as they
experience a phenomenon (Creswell, 2007). “To reduce individual experiences with a
phenomenon to a description of the universal essence” is the fundamental purpose of
phenomenology (Creswell, 2007 p. 58). Thus, a phenomenological study allows the
researcher to examine the meaning of the shared lived experience of a small group of
people from the standpoint of a phenomenon or concept (Schram, 2006). In the case of
the present study, it entails the investigation of the perceptions of six Japanese senior high
school teachers with regard to the role of teachers in supporting the development of their
students’ emotional well-being.

According to van Manen (1990), phenomenology varies from almost every other science
in that it attempts to obtain “insightful descriptions of the way we experience the world
pre-reflectively, without taxonomizing, classifying or abstracting it” (p. 9). For example,
it is different from the various human science approaches such as ethnography,
ethnomethodology, and symbolic interactionism in that phenomenology makes a
distinction between essence and appearance (van Manen, 1990). The feature of having
the subjective experience as its centre of the inquiry distinguishes phenomenological
study from other qualitative research approaches (Mertens, 2005). Phenomenological
research is less interested in the factual status of particular instances: whether something
actually took place, how often it tends to happen, or how the occurrence of an experience
is connected to the prevalence of other events or conditions (van Manen, 1990). Van
Manen (1990, p. 10) describes phenomenology as follows:

...phenomenology does not ask, “How do these children learn this
particular material?” but it asks, “What is the nature or essence of the
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experience of learning (so that I can now better understand what this
particular learning experience is like for these children)?”

The nature or essence of an experience has been sufficiently described in language if the
description shows or reawakens us to the lived quality and significance of the experience
in a deeper or fuller manner (van Manen, 1900). This is the approach adopted in the
present study.

Nearly all of the different interpretations of phenomenology are involved with the
divergent views of either Husserl or Heidegger (Mitchell & Cody, 1993), who was a
student of Husserl (Thompson, 1990). The key philosophers of hermeneutic
phenomenology, used for the theoretical perspective of this study, are Martin Heidegger
and his student, Hans-Georg Gadamer (Thompson, 1990). However, it must be noted that
hermeneutic phenomenology was developed on the basis of Husserl’s last work on
phenomenology which was the notion of the ‘lived-world’ or ‘life-world’ (Lebenswelt)
(Ehrich, 2003). The relationship of the three philosophers in relation to hermeneutic
phenomenology and philosophical hermeneutics is described as follows:

This historical progression from Husserl to Heidegger to Gadamer
produced the transition from Husserlian phenomenology to
hermeneutic
phenomenology,
or
from
transcendental
phenomenology to philosophical hermeneutics (Thompson, 1990 p.
234).

As a historical extension or revision of Husserl’s phenomenology, hermeneutic
philosophy is well comprehended (Thompson, 1990). In the following section, the
transition from Husserlian phenomenology to hermeneutic phenomenology is described
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through introducing the three philosophers. This will be followed by a justification for the
choice of hermeneutic phenomenology for the theoretical perspective of the present
study.

3.4.3
Husserlian phenomenology/Transcendental phenomenology: Edmund
Husserl
The origins of phenomenology were derived from the European philosophical tradition
(Ehrich, 2003). Phenomenology grew in response to the reductionist approach in science,
which was inclined to explore factors in an abstract fashion and in isolation (Jasper, 1994).
According to Patton (2002), Husserl was the philosopher who first utilised
phenomenology as a philosophical tradition “in the development of a rigorous science” (p.
105). The quest for the foundations of knowledge continued as the main theme of
philosophy from Descartes (1596–1650) to Husserl (1859–1938) (Koch, 1995). While
Husserl’s explorations initially started as a search for the philosophical foundations of
logic, they developed into a study of the logical structure of consciousness (Thompson,
1990). Husserl contributed to philosophy by offering a radical view which pointed to
“experience as one is conscious of it as a legitimate type of philosophy” (Ehrich, 2003 p.
48).

Edmund Husserl (1859–1938), a German mathematician and philosopher, is regarded as
the founder of the phenomenological movement (Draucker, 1999). Whereas
phenomenology consists of more than Husserl’s Philosophy, and even Husserl’s
Philosophy was noticeably changed across time (from subjective-objective to subjective
oriented), Husserl was and is the main character of the Phenomenological Movement
(Cohen, 1987). According to Ehrich (2003), Husserl phenomenology has gone through
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some refinement and expansions; as a result, there are a number of schools of thoughts
within it today. Whereas Husserl’s phenomenology has been considered as
‘transcendental’, other branches of philosophical phenomenology embrace hermeneutic
phenomenology and existential phenomenology (Ehrich, 2003; Schwandt, 2001). These
three main types of philosophical phenomenology are like the hub or centre of any
phenomenology (Ehrich, 2003).

The goal of phenomenology for Husserl was a description of “how the world is
constituted and experienced” through consciousness (van Manen, 1990 p. 184). His
interest was on epistemological questions of knowing; and he considered experience as
the ultimate foundation of knowledge (Draucker, 1999). Indeed, his central philosophical
assumption was that “we can only know what we experience by attending to perceptions
and meanings that awaken our conscious awareness” (Patton, 2002 pp. 105-106 [italics in
original]). For Husserl, conscious awareness was the initial place in constructing one’s
knowledge of reality (Laverty, 2003). According to Koch (1995) there are three major
notions which are important to Husserl’s phenomenology: intentionality, essences, and
phenomenological reduction.

Intentionality
Husserl observed that “the mind is directed toward objects and this directedness is called
‘intentionality’” (Koch, 1995 p. 828). This concept was grounded in the assumption that
“our own conscious awareness was one thing of which we could be certain” (Koch, 1995
p. 828). Thus, with this conscious awareness, the construction of our knowledge of reality
could begin (Koch, 1995).
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Essences
One of Husserl’s instructions for phenomenology was that “it should be a descriptive
psychology, which would ‘return things to themselves’ and to the essences that constitute
the consciousness and perception of the human world” (Koch, 1995 p. 828). Therefore, he
expected to “come face to face with the ultimate structures (essences) of consciousness”
(Koch, 1995 p. 828).

Phenomenological reduction
In order to reach essences, Husserl suggested that it was necessary for one to bracket out
both the outer world and individual biases (Laverty, 2003). This is a method of
“suspending one’s judgement or bracketing particular beliefs about the phenomena in
order to see it clearly” (Laverty, 2003 p. 23). The notion of reduction was also described
as ‘epoche’ and ‘bracketing’ interchangeably and synonymously by Husserl (Ehrich,
2003).

Life-world
Lastly, another key concept which became a foundation of hermeneutic phenomenology,
was found in Husserl’s last work, The Crisis of European Sciences (Ehrich, 2003). In this
work he introduced the notion of the life-world, the Lebenswelt, “the everyday world in
which we live in the natural, taken-for-granted attitude” (van Manen, 1990 p. 184). It was
with this idea that he changed his focus to “the experience of the lived-world as the
primary task of phenomenology” (Ehrich, 2003 p. 51).
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3.4.4

Hermeneutic phenomenology: Martin Heidegger

Heidegger and his student Gadamer are considered as leading philosophers within the
hermeneutic tradition (Ehrich, 2003). The contribution of Heidegger (1889-1976),
regarded as the chief leader of modern hermeneutics, developed from the work of
Edmund Husserl (1859-1938) (Annells, 1996) and referred to as Heideggerian
phenomenology or hermeneutic phenomenology (Laverty, 2003; Thompson, 1990).

Originally, the word ‘hermeneutic’ was utilised to refer to interpreting the scriptures and
biblical texts (Ehrich, 2003). It was not until more recent times that it has been applied to
interpreting or understanding the world “as though it were a text” (Ehrich, 2003 p. 51).
Currently, hermeneutics is “conceptualised as an approach to analysis of texts that
stresses that prior understandings and prejudice shape the interpretive process” (Koch,
1996 pp. 183-184).

Hermeneutic phenomenology does not see being ‘objective’ as a goal of research
although many research approaches do (Sharkey, 2001). It does not aim to objectify the
‘object’ of the investigator’s concern (Sharkey, 2001). Instead of striving to achieve to be
‘objective’, hermeneutic phenomenology constantly “seeks to open up a middle space of
rich engagement between the research object and the researcher” (Sharkey, 2001 pp.
16-17). The aim of hermeneutic phenomenology is a “fusion of horizons” “where the
research object is understood not in its own terms, nor in the researcher’s, but in terms
that are common to both” (Sharkey, 2001 p. 17). Whereas Husserl’s transcendental
phenomenology had its focus on the description of the lived world from the perspective of
a disconnected observer, Heidegger’s hermeneutic phenomenology was founded on an
existential–ontological perspective which believed that the observer cannot detach
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himself or herself from the world (Walters, 1994). This difference in the role of
researchers between the two kinds of philosophical phenomenology can be explained in
terms of whether they accept the notion of reduction (bracketing/epoche) that was
described earlier in the section of Husserl. The change may seem very small, however, it
is crucial for “both the initial orientation to and the conduct of phenomenological
research” (Wilding & Whiteford, 2005 p. 100). Wilding and Whiteford (2005 p. 100) give
details as follows:

Although Husserl suggested a process of “epoch” (i.e., an act through
which it becomes possible to stand aside from one’s subjective
experience and world view to more objectively understand a given
phenomenon), Heidegger maintained that such a “transcendental” act
is impossible. Instead, in Heideggerian phenomenology, we
acknowledge and foreground our own particular horizon of
understanding in approaching phenomena.

Heidegger opposed Husserl’s idea of transcendental phenomenology as he considered
that “subjectivity is not transcendent because it does not illuminate ‘being’” (Ehrich,
2003 p. 52). Heidegger believed that being exists in everyone (Ehrich, 2003). Unlike
Husserl, he maintained that being cannot be put aside or bracketed (Ehrich, 2003). “Being,
sein, was the capstone of his theory” (Ehrich, 2003 p. 52). Heidegger believed that “being
in the world precedes any thinking about the world” (Ehrich, 2003 p. 52). While Husserl
saw that consciousness comprised the world, Heidegger believed that “people are not
apart from the world but are experienced as being-in-the-world” (Ehrich, 2003 p. 52).
Thus, the shift from consciousness to existence was an essential point of the progress of
hermeneutic phenomenology (Thompson, 1990). A matter of interest altered from
epistemological questions of knowing to ontological-existential questions of being or
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experiencing the world (Thompson, 1990). Whilst Husserlian phenomenology stresses
“consciousness and knowing as a medium of uniting subject and object”, Heideggerian
phenomenology stresses “language and temporality, or historicity, as the medium through
which we experience the world or have our being” (Thompson, 1990 p. 234).

Nearly all of the epistemological assumptions of Husserlian phenomenology are refuted
by Heideggerian phenomenology (Thompson, 1990). Heideggerian phenomenology
declines the idea of subject and object (Thompson, 1990). Therefore, it does not start
from a point which requires explaining how we are able to know an object (Thompson,
1990). In relation to the notion of subject and object, Thompson (1990 p. 234) describes
‘experience’ from the perspective of philosophical hermeneutics as follow:

…our experiences in the world are not characterized by this
separation of subject and object, at least they are not characterized by
this separation as we are experiencing them before we stop to reflect
about them. Instead, we have our experiences, or, rather, they have us,
prereflectively, without any falling away of subject and object. In this
way, we live or have our being in the world; we live our lives by
experiencing the world and not primarily by “knowing” it.

Thus, unlike Husserlian phenomenology, Heideggerian phenomenology does not put
emphasis on “the epistemological questions of knowing” (Thompson, 1990 p. 234). On
the contrary, it stresses “the ontological-existential questions of experiencing”
(Thompson, 1990 p. 234). Researchers who use hermeneutic phenomenology need to be
aware of their own prior understanding of the phenomenon under investigation and to
acknowledge its influence on interpretation of the phenomenon (Gadamer, 1989; Laverty,
2003; Wilding & Whiteford, 2005). This is the approach utilised in the present study.
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3.4.5

Rationale for selecting hermeneutic phenomenology

Hermeneutic phenomenology plays an important role in this study in gaining an in-depth
understanding of the participants’ experience as senior high school teachers (Creswell,
2007). It is likely that Husserl saw one’s prejudice as an obstacle in order to achieve the
“essences” or “structures of consciousness”, but Heidegger viewed it as a necessity for
understanding phenomena (Laverty, 2003 p. 23; Wilding & Whiteford, 2005). This
researcher believes that one cannot set aside one’s prejudgments in order to understand a
phenomenon or experience of a thing. Rather, she believes that one’s preconceptions are
utilised effectively in order to understand participants’ experiences of a phenomenon
(Gadamer, 1989; Laverty, 2003; Sharkey, 2001). In addition, the researcher agrees with
the idea that understanding takes place through conversations (Gadamer, 1989) and
negotiation (Lawn, 2006). Understanding is not exclusive to either the participants or the
researcher, but is mutually constructed (Crotty, 1998; Gadamer, 1989; Hyde, 2005a;
Lawn, 2006; Sharkey, 2001). Therefore, between the two types of philosophical
phenomenology, hermeneutic phenomenology (Ehrich, 2003; Schwandt, 2001) was
selected to be the theoretical basis (Crotty, 1998) of the present study. The following
figure (Figure 3.1) shows the research design used in this study; it also illustrates the
selection of hermeneutic phenomenology as the foundation among different types of
philosophical phenomenology (Ehrich, 2003; Schwandt, 2001). Further, Figure 3.1
explains the harmonious flow from theoretical perspective to methodology to methods
(Crotty, 1998; Koch, 1995; van Manen, 1990; Wilding & Whiteford, 2005).
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(Ehrich, 2003; Schwandt, 1997 p. 114)

Figure 3.1 Research design
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3.4.6

Philosophical hermeneutics: Hans-Georg Gadamer

“Hermeneutic phenomenology is an inquiry arm of philosophical hermeneutics” (Annells,
1996 p. 705). Gadamer, who was Heidegger’s student, is the central character in
philosophical hermeneutics (Koch, 1996). A conventional subject-object relationship is
not the foundation of philosophical hermeneutics (Schwandt, 2001). His philosophy
develops on the basis of “Heidegger’s existential ontological exploration of
understanding by providing an emphasis on language” (Koch, 1996 p. 176). Gadamer
suggests that philosophical hermeneutics is “not a method”, but it is “reflection about
what is going on in using methods” (Gadamer, interviewed by Boyne 1988, p. 33).

Schwandt (2001 p. 193) describes the aim of philosophical hermeneutics as follows:

It aims to explicate a way of understanding (or a mode of experience
in which we understand) through which a truth is disclosed and
communicated—a truth that is not a matter of verification through
methodical procedures of the empirical sciences. Understanding is an
event or process that one participates in versus a process that is
constructed by the knower (subject) to make sense of (discover the
meaning of) an object (action, text, etc.).

In addition, philosophical hermeneutics regards that “understanding an object (a text, a
work of art, human action, another speaker, etc.) and interpreting it are essentially the
same undertaking” (Schwandt, 2001 p. 193).

There are six Gadamer’s insights which are relevant in the present study: Bildung/
openness, conversation, play, hermeneutic circle, prejudice, and fusion of horizons
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(Gadamer, 1989). These will be explored in turn.

3.4.6.1 Bildung/Openness to meaning
Gadamer’s notion of Bildung (1989) has been an important one for the researcher
throughout the whole process of the present study. According to Weinsheimer (1985),
Bildung refers to the idea that “one leaves the all-too-familiar and learns to allow for what
is different from oneself, and that means not only to tolerate it but to live in it” (p. 70). The
general characteristics of Bildung were described by Gadamer (1989 p. 17) as follows:

...keeping oneself open to what is other—to other, more universal
points of view. It embraces a sense of proportion and distance in
relation to itself, and hence consists in rising above itself to
universality. To distance oneself from oneself and from one’s private
purposes means to look at these in the way that others see them.

Consequently, taking on the stance of Bildung, the similarities or differences of the
participants’ perceptions of the phenomenon to that of the researcher’s will not hinder her
understanding of the participants’ comments. It allows the researcher to seek participants’
views from their standpoints (Weinsheimer, 1985). However, this does not mean that the
researcher must forget her ‘fore-meanings’ related to the phenomenon and her ideas in
order to comprehend the participants’ understandings of the phenomenon (Gadamer,
1989 p. 268). Gadamer (1989 p. 268) explains this as follows:

All that is asked is that we remain open to the meaning of the other
person or text. But this openness always includes our situating the
other meaning in relation to the whole of our own meanings or
ourselves in relation to it.
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Thus, openness enables the researcher to understand the phenomenon from the
participants’ standpoints (Weinsheimer, 1985) by placing their views within the realm of
the researcher’s (Gadamer, 1989; Sharkey, 2001). In order to listen to the participants’
voices on the phenomenon, the researcher is urged to be “sensitive to the text’s alterity”
from the start (Gadamer, 1989 p. 269). However, it is important to note that this
sensitivity “involves neither “neutrality” with respect to content nor the extinction of
one’s self, but foregrounding and appropriation of one’s own fore-meaning and
prejudices” (Gadamer, 1989 p. 269). The key thing is “to be aware of one’s own bias, so
that the text can present itself in all its otherness and thus assert its own truth against one’s
own fore-meaning” (Gadamer, 1989 p. 269). It is therefore essential for the researcher to
become aware of her own understandings of the phenomenon being explored so that the
participants’ understandings can be distinguished from hers and show the participants’
uniqueness. This is the approach utilised in the present study.

3.4.6.2 Conversation
“Conversation is a process of coming to an understanding” (Gadamer, 1989 p. 385).
Gadamer (1989) suggests that the process of coming to an understanding in conversation
is applicable to hermeneutics and that it is about understanding texts. Conversation
demonstrates the qualities of “responsiveness, creativity and freedom” which are
essential for genuine understanding (Hyde, 2005a p. 35; Sharkey, 2001 p. 22):

We say that we “conduct” a conversation, but the more genuine a
conversation is, the less its conduct lies within the will of either
partner. Thus a genuine conversation is never the one that we wanted
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to conduct. Rather, it is generally more correct to say that we fall into
conversation, or even that we become involved in it. The way one
word follows another, with the conversation taking its own twists and
reaching its own conclusion, may well be conducted in some way, but
the partners conversing are far less the leaders of it than the led. No
one knows in advance what will “come out” of a conversation
(Gadamer, 1989 p. 383).

Conversations work most properly when the subject matter of the conversation takes over
and those in conversation permit themselves to be guided by it (Hyde, 2005a; Sharkey,
2001). Similarly, hermeneutic phenomenology attempts to achieve a genuine dialogue
between the text or life expression and the researcher (Hyde, 2005a). The text and the
researcher “become conversation partners, neither dominating, but rather asking
questions of each other to weigh and test what the other has to say in conversation” (Hyde,
2005a p. 35). This is the approach adopted in the present study when conducting
interviews and analysing the interview data.

3.4.6.3 Play
According to Sharkey (2001), Gadamer’s reflections on conversation were improved by
his examination of play. The concepts of both conversation and play point out “the human
capacity for engagement and responsiveness” which are to be discovered at the core of
the phenomenon of human understanding (Hyde, 2005a p. 35; Sharkey, 2001 p. 23). The
notion of play encourages a visual image of how genuine understanding occurs. The
characteristics of the genuine understanding stated earlier in the section on ‘conversation’
are found in this notion (Hyde, 2005a; Sharkey, 2001). It is likely that in this notion, both
the interpreter or the researcher and the text or life expression are considered as players
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who participate in a ‘genuine conversation game’ in the ‘middle space’ where
understanding occurs (Hyde, 2005a; Sharkey, 2001).

Gadamer (1989) suggests that it is the game that takes over control of the players. “The
playing of a game has the capacity to draw the players into its power, and so the players
become lost in the playing of the game” (Hyde, 2005a p. 35). It is important to note that
the players will not know the outcome of the game – there is always a risk as to whether
they will succeed or not (Gadamer, 1989). This ‘unknown outcome’ is the entire point of
the game (Hyde, 2005a; Sharkey, 2001). Although players cannot know what will exactly
happen such as what a player’s next move will be and who will win, “there is a sense of
engagement in which the players seek to resolve the unknown” (Hyde, 2005a p. 35).

The concept of middle space (Zwischen) is significant in Gadamer’s (1989) analysis of
conversation and play (Hyde, 2005a [italics in original]; Sharkey, 2001). He regards
interpretation as an event which develops in the middle space of encounter between the
interpreter, or researcher and the text, or life expression (Hyde, 2005a; Sharkey, 2001). In
addition, he notes that the miracle of understanding takes place through “sharing in a
common meaning” (Gadamer, 1989 p. 292). This common meaning is discovered in the
middle place of encounter between the researcher and the text (Sharkey, 2001).
Metaphors such as conversation and play, point out the responsive and interactive
features of that encounter (Sharkey, 2001). The situation of the encounter is explained as
being “so engaging that the participants get lost in a creative middle space where their
own ideas and horizons are brought into a creative fusion with those of the text” (Sharkey,
2001 p. 24). Thus, it is in this middle space where “understanding unfolds and the text is
heard for what it has to say in the context of those who seek to interpret it” (Sharkey, 2001
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p. 24). It is therefore important for the researcher to try her best to search for the middle
space in the present study.

Indeed, Sharkey (2001) suggests that the task of hermeneutics is “presented as one where
the meaning of the text opens up in an encounter that is best described…as contextual,
playful and dialogical” (p. 24). Hence, it is recommended that researchers who utilise
hermeneutic phenomenology strive to go into the middle space which is “opened up in
dialogical and playful engagement with the object of the research interest” (Hyde, 2005a;
Sharkey, 2001 p. 24). This is the approach adopted in this study. The researcher and the
texts became players who participated in a ‘genuine conversation game’ which was held
in the ‘middle space’ (Hyde, 2005a; Sharkey, 2001). Neither of them had any control over
the game and did not know the outcome of this game (Gadamer, 1989). The topic of the
conversation game for this present study was: the role of Japanese senior high school
teachers in promoting the emotional well-being of their students. Both the participants’
comments during interviews and the text created from these comments were interpreted
as a result of sharing common meanings in the middle space in the context of the
researcher (Gadamer, 1989; Sharkey, 2001).

3.4.6.4 Hermeneutic circle
A notion at the centre of hermeneutics is the hermeneutic circle (Lawn, 2006).
Hermeneutics comprehension of a text is a constant practice of “bringing part and whole
together in a way that can never be completed” (Lawn, 2006 p. 150 [italics in original]).
For instance, in reading a book, people always comprehend the immediate sentence they
are reading at any one time in relation to the content of the book as a whole (Lawn, 2006).
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The concept of the hermeneutic circle is that “the partial understanding of a bit of the text
always modifies the whole and the whole the parts” (Lawn, 2006 p. 150). Thus, “we must
understand the whole in terms of the detail and the detail in terms of the whole” (Gadamer,
1989 p. 291). Gadamer (1989 p. 291) explains the movement of understanding and our
role in understanding as follows:

...the movement of understanding is constantly from the whole to the
part and back to the whole. Our task is to expand the unity of the
understood meaning centrifugally. The harmony of all the details
with the whole is the criterion of correct understanding. The failure to
achieve this harmony means that understanding has failed.

The notion of the hermeneutic circle played a significant role throughout the text analysis
process in the present study. In the case of the present study, the text was made by the data
from the six individual interviews and a focus group interview. These interviews were
conducted to answer the main research question: How do senior high school teachers in
Japan understand the role of teachers in promoting the emotional well-being of their
students. In order to make sense of the whole text for answering the main research
question, the data from each participant were considered as a part and the data from all six
participants as a whole. In addition, each different role of teachers that emerged from
these interviews was regarded as a part of the teachers’ role and explored in relation to the
role of teachers as a whole. The meaning of each role of teachers and role of teachers as a
whole were continuously explored in relation to supporting the emotional well-being of
their students. As Gadamer (1989) suggests earlier, the agreement of every detail with the
whole text was considered carefully during the whole process of analysis.

79

3.4.6.5 Prejudice/Prior understanding
Whereas generally many research approaches attempt to eliminate prior understandings
of the investigator, hermeneutic phenomenological studies regard such understandings as
the prerequisite and the starting point for any act of understanding or interpretation
(Sharkey, 2001). “The recognition that all understanding inevitably involves some
prejudice gives the hermeneutical problem its real thrust” (Gadamer, 1989 p. 270).
Therefore, in the present study, the researcher’s prior understandings of the phenomenon
under exploration are regarded as necessities in order to conduct this research. In addition,
these prior understandings are treated as the foundation for interpreting and
comprehending the phenomenon of the six participants.

Moreover, Gadamer maintained that prior understandings or prejudices of the
phenomenon “being interpreted are not necessarily wrong, they are simply untested”
(Sharkey, 2001 p. 27). Testing the researcher’s prior understandings or prejudices of a
phenomenon under investigation is the aim of hermeneutic phenomenological studies
rather than removing them (Hyde, 2005a; Sharkey, 2001). Such a test opens up as a rich
and authentic engagement with the focus of the investigator’s concern (Hyde, 2005a;
Sharkey, 2001). The engagement becomes ‘genuine’ if it is open to the possibility that
something different might be the situation (Hyde, 2005a; Sharkey, 2001). Having this
‘genuine engagement’ with the researcher’s interest, the phenomenon under investigation,
is very important for the present study because such a deep engagement can allow her to
answer the research questions. In order to create ‘genuine engagement’, the researcher
has taken the stance of testing her prior understanding while conducting interviews and
then analysing them. The researcher has prepared herself to be open to unexpected
responses from the participants, and unpredicted results of the present research.
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It is therefore essential for the researcher to be conscious of her prior understandings in
order to test them. Following Gadamer (1989), it is necessary for the researcher to be
aware of one’s own prior understanding so that the participants’ voices can be heard
properly against the researcher’s. In order to achieve this, the researcher has kept a
retrospective reflective journal. Excerpts from this journal will be used in the present
study to demonstrate her prior understanding to the reader. In addition to this, excerpts
from her research story written for her assignment for the Master’s Education course
(TESOL) in 2007 will be utilised since it makes evident her understanding of the
phenomenon explored.

3.4.6.6 Fusion of horizons
The term, fusion of horizons, was used by Gadamer (1989) to explain how understanding
occurs. He describes horizon as “the range of vision that includes everything that can be
seen from a particular vantage point” (Gadamer, 1989 p. 302). Since it illustrates the
activity of understanding, this is a vital term for Gadamer (Lawn, 2006). It is another
important notion for the present study as it shows the process of understanding during the
interviews (between the participants and the researcher) and analysis of these interviews
(between the text and the researcher).

This notion indicates that every person has a horizon and in attempting to comprehend
another person, text or thing, he or she broadens his or her own horizon to accept and
‘fuse’ with that of another (Lawn, 2006). Owing to the fusion of horizons, every
interpretation or understanding takes place (Koch, 1996). The notion of fusing indicates
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that “horizons come together and that understanding is seen to be more a question of
(negotiated) agreement than the simple one-to-one relationship of knowing subject to a
known object” (Lawn, 2006 pp. 149-150).

Indeed, Gadamer suggests the role of understanding as “the merging or fusing of two
horizons, such as that of the researcher and the research subject, or of the writer and
reader of a research report” (Hodkinson, 1998 p. 565). Thus, in the present study, the
understanding of the text by the researcher was the outcome of negotiated agreement
between the text and the researcher rather than just knowing about the text by the
researcher (Hodkinson, 1998; Lawn, 2006). Consequently, the results presented in this
study are the product of the fusion of horizons.

3.5 Methodology and Methods
Crotty (1998) differentiates the methodology from the methods. According to him, the
methodology is considered to be the strategy or design lying behind the selection and
employment of particular methods (Crotty, 1998). In the present study, the methodology
is informed by the theoretical perspective of hermeneutic phenomenology. Six notions of
Gadamer’s philosophical hermeneutics stated earlier have guided the choice of methods.

Methods are considered to be procedures or techniques utilised to collect and analyse data
relevant to the research questions (Crotty, 1998). The particular methods chosen in the
present study were influenced by van Manen’s (1990) six research activities for
hermeneutic

phenomenological

research.

He

suggests

that

hermeneutic

phenomenological research may be described as a “dynamic interplay” among the
following six research activities:
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(1) turning to a phenomenon which seriously interests us
commits us to the world;
(2) investigating experience as we live it rather than as
conceptualize it;
(3) reflecting on the essential themes which characterize
phenomenon;
(4) describing the phenomenon through the art of writing
rewriting;

and
we
the
and

(5) maintaining a strong and oriented pedagogical relation to the
phenomenon;
(6) balancing the research context by considering parts and whole
(van Manen, 1990 pp. 30-33).

These activities were applied to the present study in the following ways:
(1) the focus of the present study that reflects the researcher’s challenges as a
teacher and which explores the understandings developed by a group of
teachers about the role of teachers in encouraging the emotional well-being of
their students;
(2) the use of six semi-structured individual interviews and a focus group
interview to investigate personal and professional experiences of the teachers;
(3) the process of analysing interview data to develop what characterises the
experiences of the teachers;
(4) the process involved in constructing interpretive transcriptions in Japanese,
translating them into English and analysing these English interpretive
transcriptions by utilising three types of thematic analysis: the detailed or
line-by-line approach, the ‘wholistic’ or sententious approach, the selective or
highlighting approach (van Manen, 1990 pp. 92-93);
(5) the stance of continually considering responses to the questions which firmly
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connect this study and the meaning of being a teacher (actual teaching): “What
is the role of teachers?” and “What does it mean to be a teacher?”;
(6) the organisation of this study by considering the balance and relations between
the sections and chapters as well as their connections to the research questions
and themes.

In the present study, the particular methods used to collect data were semi-structured
individual interviews and a focus group interview. All of the interview conversations
were recorded. The recorded interview conversations and the interpretive transcriptions
of the conversation in Japanese and English became the texts for the present study. These
texts were reflected upon and interpreted in order to obtain an in-depth comprehension of
the understanding that Japanese senior high school teachers have of the role of teachers in
promoting the emotional well-being of their students.

In the subsequent sections, a detailed description of the methods will be given according
to these six research activities. However, as van Manen (1990) explains, the separation of
research activities into the six methodological themes is superficial. For example, the
third and fourth activities happened concurrently during the analytical stage of the present
study. As suggested earlier, the actual research activities took place as a “dynamic
interplay” of the six activities rather than in isolation (van Manen, 1990 p. 30); they were
integrated rather than occurring as a stepped process.

3.5.1
Turning to a phenomenon which seriously interests us and commits us to
the world
The first research activity for hermeneutic phenomenological research suggested by van
84

Manen (1990) is “turning to a phenomenon which seriously interests us and commits us
to the world” (p. 30). According to him, each research project of phenomenological
inquiry is guided by “a commitment of turning to an abiding concern” (1990 p. 31). An
“abiding concern” for this researcher is: Japanese senior high school teachers’ role in
promoting the emotional well-being of students. The reason why she became deeply
interested in this area is related to her own two year teaching experience in public senior
high schools in Japan. The process of how the researcher turned to the phenomenon
explored will be described in this section.

In her first year as a teacher she was concerned with improving her teaching, motivating
the students and coping with their distractive behaviour such as chatting, lethargy, and
bullying. The biggest issue was how to effectively handle bullying in the class,
particularly as a student swore at other students during the lessons. This behaviour
resulted in a definite rise in tension and outbreaks of arguments. To mitigate the situation,
she often shared stories and information related to morality, and as a consequence, found
this experience had affected her perception of the role of teachers at senior high schools,
that is involvement in supporting the emotional well-being of students.

After two years of teaching at public senior high schools in Japan, she decided to study
for a Master’s degree overseas in Teaching of English to Speakers of Other Languages
(TESOL) for two reasons: in order to improve her skills as a teacher of English and to
gather information about the student situation in other countries in relation to their
emotional well-being. She thought that her classmates would be teachers of English
across the world so that she could then discuss the emotional well-being of students with
classmates from other nations. She was curious about depression, bullying, and suicide
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among students, and therefore hoped to obtain information and guidance as to how
teachers can support students with these issues.

In 2007, she started a Master’s degree in TESOL in Australia, this was about three years
after commencing teaching at a public senior high school in Japan. It was while taking the
course that she became committed to what has turned into an “abiding concern”. Unlike
her classmates who focused on English education, her focus was related to the role of
teachers in supporting students’ emotional well-being from the perspective of an English
teacher to gain information which could be used once she returned to teaching. What
follows is an excerpt from the first assignment she submitted, a problem posing vignette
for the introductory research methods subject. It reveals how this researcher’s teaching
experience influenced her strong interest in, as well as her perceptions of, the role of
teachers in promoting the emotional well-being of their students. Wording in bold is of
particular importance in this regard.

To be honest, I felt powerless and wished I were a middle aged
experienced female teacher or even a male teacher because I thought
this situation would not be the same. To make the matter worse, my
looks were younger than my age and students thought I had just
graduated from a university and started teaching. I did not know
what to do whenever I heard swear words or found a tendency for
fighting in the class, but I did not want to ignore the situation by just
saying “be quiet” or “stop chatting.” Instead, I stopped doing
lectures and told stories [or gave information] and tried not to draw
attention to any bullying behaviour. After sharing stories, my
students and I had to catch up with the lesson schedule. I often felt I
was a teacher of morals rather than an EFL teacher in the class.
Surprisingly, the noisy class became quiet when I told stories [or
shared information] such as [information] about [Emoto’s
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photographs of frozen water crystals], which reveals how water
which is [shown] positive words, even in different languages, makes
beautiful crystals while negative words do not have this effect. In the
next lesson, I showed them pretty different shaped crystals which
[shown] “Thank you” in different languages. Another example of
what I did to help students’ motivation was introducing encouraging
English words as one of the warm-up activities. In fact, some
students wrote down those expressions. As time went, all students in
the class seemed to understand that I did not want anyone to say
offensive words to anybody. Unexpectedly, at the end of the school
year, I was able to build a wonderful relationship with the class
which I felt had been the most difficult to handle.
As I mentioned above, I wished I had more authority so that the
students wouldn’t disturb the lessons. However, when I reflect on the
experience, I feel that because of my lack of power and the fact that I
am of a similar age to the students, they allowed me to see their real
life. Since I started teaching, I have been wondering how an EFL
teacher can motivate students in a way that makes students stop
thinking about bullying others, but focus on self-realisation.
During my teaching, I had noticed that some students, including T
[who said swear words to his classmates], were describing
themselves or the whole class as stupid. In my view, it shows low
self-esteem. I believe that if students can believe in themselves, they
can use their time efficiently for finding their own interests and
achieving their goals. Following this experience, I cannot help but
think that there is a relationship between low self-esteem and
bullying. I started to think that supporting students’ sound mental
development might be a more important role for senior high school
EFL teachers than that of teaching English.
(Excerpt from problem posing vignette submitted for Master’s
TESOL, 28/8/2007)

This excerpt, particularly the last sentence, demonstrates how the researcher’s teaching
experience triggered a deep interest in supporting students’ emotional well-being, as well
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as influencing her perceptions of the role of teachers with this issue. The sentence reveals
two issues: a gap in her perceptions of the role of teachers before and after the teaching
experience, and her way of viewing the role of teachers.

The last sentence, “I started to think that supporting students’ sound mental
development might be a more important role for senior high school EFL teachers than
that of teaching English.”, reveals that the researcher’s concept of teaching was mainly
limited to the teaching of a particular subject before she had teaching experience. The
whole excerpt shows her unpreparedness to encounter a class where a student uses swear
words to his or her classmates. The researcher was surprised to find herself as a teacher of
morality rather than a teacher of EFL. It was through this experience that she began to
question the needs of students in relation to their emotional well-being. She started to
think that supporting their emotional well-being was more important than teaching a
subject.

The last sentence also shows the researcher’s way of looking at the role of teachers before
exploring the phenomenon by interviewing Japanese senior high school teachers. At that
time she believed that teaching the subject and promoting the emotional well-being of the
students were separate functions. In effect she was evaluating which role was more
important and which role should receive more attention.

This was the background to how this researcher discovered her “abiding concern.” This
excerpt also illustrates the difference in her perceptions of the role of teachers before and
after the teaching experience as well as her way of seeing the role of teachers before
exploring the phenomenon. These perceptions reveal the important aspects of her prior
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understanding of the phenomenon; more of which will be explained in the following
section.

3.5.1.1 Prior understanding
As stated earlier, the researcher’s prior understandings in hermeneutic phenomenological
research are treated as the prerequisite and the initial point for any act of understanding or
interpretation (Sharkey, 2001). Presenting the researcher’s prior understanding can make
the [similarities] and differences clear between the researcher and the participants of the
study (Gadamer, 1989). In this way the researcher can show her context regarding the
phenomenon which will influence the interpretation of the participants’ comments
(Gadamer, 1989). In addition, this presentation will make it possible to explain how the
researcher’s and participants’ horizons are fused.

By reflecting on her previous teaching experience and reading related literature, the
researcher considered a trusting relationship between students and teachers to be very
important for both creating an effective learning and teaching environment, and
supporting students’ self-esteem. She considered that understanding and accepting
students unconditionally can help build and maintain a trusting relationship between them.
Figure 3.2 is from the researcher’s retrospective reflective journal, and it shows her views
on the role of the teacher:
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Self-realisation

Stop Bullying

Effective Learning and Teaching Environment






Healthy Sense of High
Self-Esteem



Student-centred teaching
Guide
Facilitator
Classroom management

Support building students’
self-esteem

Trust relationship
Understanding
Accepting
students unconditionally

Trust relationship
Understanding
Accepting
students unconditionally

Role of Teacher
Figure 3.2 Role of teacher and students’ self-realisation, relationship between
learning and teaching environment and self-esteem based on trust relationship
(Excerpt from Retrospective Reflective Journal, 16/10/2007)

The researcher thought that “student-centred teaching, playing roles as a guide and
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facilitator and doing classroom management will be built up on the trust relationship”
(Excerpt from Retrospective Reflective Journal, 11/10/2007).

Her view of trusting relationships with students is identified in the following excerpt:

It is likely that without trust relationships with students, effective
teaching wouldn’t work as it should. However, the key thing to
remember is making a trust relationship is an ongoing process
through whole schooling years with the students.
(Excerpt from Retrospective Reflective Journal, 12/10/2007)

A key comment made by a colleague of the researcher that influenced her way of seeing
relationships between students and teachers was also noted:

‘Remembering their [students’] names comes first before lesson or
teaching style.’ As I recall now, what he meant was building a
trustworthy relationship with students is very important.
(Excerpt from Retrospective Reflective Journal, 10/10/2007)

In fact, the researcher needed time to take this advice seriously.

Even though I now think this [a trusting relationship with students] is
the most effective way, at that time I thought it was important but it
sounded idealistic and I could not take it to heart. His voice was seen
as just one of the other advice, such as not smiling to the students at
the beginning of the school year, managing class by threatening.
(Excerpt from My Research Story submitted for Master’s TESOL,
17/10/2007)

Another revealing comment that the researcher received from a colleague was that:
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‘Teachers do not need to threaten students to get their attention’ (Excerpt from
Retrospective Reflective Journal, 10/10/2007). These comments changed her view of
managing classes as the following excerpts demonstrate:

…I realised that in a way I was too eager to look for quick solutions,
such as having authority over the students, to solve the bullying
situation in the class as soon as possible. ...
…
Apparently, … [building] a wonderful trust relationship with students
cannot be made in a few days or even months. However, now I have a
different view than before. I find that although building trust seems to
take time and it does not look like a quick solution, actually it is the
most effective and quickest way.
(Excerpt from My Research Story submitted for Master’s TESOL,
17/10/2007)

The researcher also found authors whose views she agreed with in terms of classroom
management, how to relate to students, and the role of teachers in supporting students’
self-esteem. The following citations are some examples that show the researcher’s
perspective in these areas:

In fact, all these years later, I’ve recognized that by improving the
culture of my classroom, the ordinary challenges are navigated far
more easily. It’s not easy to create a classroom without fear. It can
take years. But it’s worth it (Esquith, 2007 p. 6).

When I think about what is the one change that I would recommend
to dramatically improve education at all levels, I come to the
conclusion that we must create a greater sense of trust in the
classroom so that we can minimize the number of rules and thus
allow the natural enjoyment that true learning provides to emerge
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(Singham, 2005: Web Journal 02/28/2005).

Moreover, the right side of Figure 3.2, which illustrates trusting relationships and
supporting students’ self-esteem, came to mind when the researcher found similarities
between her view of trusting relationships and Katz’s (2002) view on young people’s
self-esteem. She thought that the elements of building trusting relationships
(understanding and accepting students unconditionally) are closely related to the factors
Katz (2002) suggests to parents:

Parents can play an important role in strengthening children’s
self-esteem by treating them respectfully, taking their views and
opinions seriously, and expressing appreciation to them. Above all,
parents must keep in mind that self-esteem is an important part of
every child’s development (Katz, 2002 p. 36).

Further, she found that some authors believe that teachers play the role of promoting
students’ self-esteem (e.g., Lawrence, 2006; O’Moore, 2000). In her “My Research
Story”, which was submitted for Master’s TESOL, she wrote the following; and wording
in bold is of particular importance in this respect.

According to Martin, C. and Martin, S. (2002), self-esteem means
“the combination of self-confidence and self-respect – the conviction
that you are competent to cope with life’s challenges and are worthy
of happiness. Self-esteem is the way you talk to yourself” (p.1).
“Self-esteem is a key to successful development and has a far greater
impact on future success (and happiness) than intelligence or talent”
(Apter, 2002, p.38). Surprisingly, O’Moore’s study (2000) on
bullying and self-esteem supports my hypothesis, which I mentioned
in the PPV [Problem Posing Vignette]: “There is a strong
relationship between low self-esteem and bullying” (Toyama, 2007:
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PPV 28/08/07).
O’Moore (2000) maintains that the recent nationwide study on
self-esteem of the children indicates that “children and adolescents
who bully share with victims lower levels of self-esteem than peers
who have never bullied or been bullied” (p.99). Due to this,
O’Moore (2000) points out the significance of the role of teacher for
developing children’s self-esteem: “Although it is recognized that
parents are critical in the formation of their children’s self-esteem,
the role that teachers play in shaping a child’s view of himself or
herself should not be underestimated” (p.105). Moreover, O’Moore
(2000) strongly believed that teacher training on “how to prevent
low self-esteem and on how to enhance self-esteem” is the key in
order to effect any real change in the prevention and alleviation of
bullying (p.105).
(Excerpt from My Research Story submitted for Master’s TESOL,
17/10/2007)

Her prior understandings show that the researcher valued relationships between students
and teachers before exploring the phenomenon. As shown in Figure 3.2, she perceived
that the role of teachers included not only academic areas but also the social and
emotional concerns of students. Moreover, the researcher believed that having a trusting
relationship would contribute to helping students to achieve to their highest potentials,
making their dreams come true, and becoming the people they hoped to be in various
realms of their lives. This is the meaning of “self-realisation” in Figure 3.2. Reviewing
the literature (e.g., Lawrence, 2006; O’Moore, 2000) gave her the idea of promoting
students’ emotional well-being by equipping student teachers during their training.

3.5.2

Investigating experience as we live it rather than as we conceptualize it

The second research activity for hermeneutic phenomenological research suggested by
van Manen (1990) is “investigating experience as we live it rather than as we
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conceptualize it” (p. 30). He states that: “being experienced” is “a wisdom of the practice
of living” that is caused by “having lived life deeply” (1990 p. 32). This practical wisdom
is sought out in conducting phenomenological studies in order to understand the nature of
lived experience itself (van Manen, 1990). He explains this as follows:

On the one hand it means that phenomenological research requires of
the researcher that he or she stands in the fullness of life, in the midst
of the world of living relations and shared situations. On the other
hand it means that the researcher actively explores the category of
lived experience in all its modalities and aspects (van Manen, 1990 p.
32).

Thus, it is important for the researcher to explore the phenomena as if she experiences the
participants’ experiences. At the same time, she needs to investigate the details of the
lived experience from the perspective of the phenomena. This is the approach adopted in
the present study. In order to collect the lived experience of the phenomena investigated,
the interview was chosen as a method for data collection.

3.5.2.1 Interviews
In the present study, the researcher selected two types of interviews as methods of
exploring the experience of participants. This choice of method for hermeneutic
phenomenological research is supported by a number of authors (see Cohen, Kahn &
Steeves, 2000; Creswell, 2007; Laverty, 2003; van Manen, 1990). According to Cohen et
al. (2000), interviews are an important way of gathering data generally in most qualitative
methods of inquiry. In addition, Creswell (2007) notes that the major way of data
collection for the phenomenological study involves in-depth interviews and multiple
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interviews with participants. Van Manen (1990) also suggests that the interview is one of
the appropriate ways to access the lived experience in hermeneutic phenomenological
research. The present study utilised semi-structured individual interviews and a focus
group interview to uncover and understand the perceptions of selected senior high school
teachers in Japan with regard to the role of teachers in promoting the emotional
well-being of their students.

3.5.2.2 Semi-structured Interviews
Interviewing in qualitative research generally takes place in the form of semi-structured
or unstructured individual interviews (Mertens, 2005). In the present study, six
semi-structured individual interviews and a focus group interview were conducted.
According to van Manen (1990), the interview in hermeneutic phenomenological
research has two particular goals:

(1) it may be used as a means for exploring and gathering experiential
narrative material that may serve as a resource for developing a richer
and deeper understanding of a human phenomenon, and (2) the
interview may be used as a vehicle to develop a conversational
relation with a partner (interviewee) about the meaning of an
experience (p. 66).

These aims were taken into consideration when selecting the types of interviews and also
conducting the interviews. In order to allow the researcher to collect the lived experience
of the phenomena investigated through “conversational interviewing” (van Manen, 1990
p. 66), a semi-structured interview was selected.
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According to Bryman (2008), the process of semi-structured interview is flexible. While
the investigator (interviewer) has a list of questions, the participants (interviewees) have a
great deal of freedom in how to reply (Bryman, 2008). In addition, questions which are
not included in the schedule may be asked as the researcher picks up on comments made
by the participants (Bryman, 2008). These characteristics of the semi-structured
interview can permit the researcher to continue exploring the phenomena throughout the
interview by having conversations with participants. Therefore, the present study utilised
semi-structured interviews as a way of collecting the lived experience of the participants.

3.5.2.3 Focus group interview
In addition to six semi-structured individual interviews, a semi-structured focus group
interview was used. The main purpose was to develop a deeper understanding of the key
issues emerging from the individual interviews. The utilisation of a focus group interview
was appropriate for the present study considering its aim and theoretical perspective.

According to Bristol and Fern (1996), focus group interviews may contain an interactive,
moderator-guided, open-ended discussion of certain topics by a small group of people.
The aim of focus group interviewing is to listen to selected people who share something
in common and obtain information from them (Krueger & Casey, 2000). Focus group
interviewing is about “being open to hear what people have to say” and “being
nonjudgmental” (Krueger & Casey, 2000 p. xi). It is also about “creating a comfortable
environment for people to share” (Krueger & Casey, 2000 p. xi). In Patton’s (2002) words,
the goal of focus group interviewing is to obtain “high-quality data in a social context
where people can consider their own views in the context of the views of others” (p. 386).
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It is an approach to enhance comprehension about how people think or feel about an issue,
service, or product (Krueger & Casey, 2000). Accordingly, the researcher became a
moderator and strived to provide a comfortable environment for each participant to share
his or her opinions about the phenomenon under investigation.

The use of a focus group interview was appropriate for this study not only considering its
aim but also its theoretical perspective. According to Calder (1977), from the perspective
of a philosophy of science there are three different approaches to focus group interviews
in qualitative marketing research. In fact, one of these approaches is phenomenological –
“(t)o understand the everyday experience of the consumer” (Calder, 1977 p. 355). Indeed,
the goal of this approach is “to experience a set of actors and to describe that experience”
(Calder, 1977 p. 359). Obtaining the intersubjectivity of different groups of consumers is
the main interest of marketing researchers who utilise this approach (Calder, 1977).
Basically, intersubjectivity is explained as “the common-sense conceptions and ordinary
explanations shared by a set of social actors” (Calder, 1977 p. 358). Thus, this
phenomenological approach to focus group interviews allow the market researchers to
investigate shared everyday experience of consumers. While Calder (1977) notes the use
of a phenomenological approach from the standpoint of marketing research, which has
most commonly utilised focus group interviews in the past (Bryman, 2008; Hesse-Biber
& Leavy, 2006; Krueger & Casey, 2000), it can be also applied to educational research.

The present study included interviewing a focus group set up to pursue the key issues that
emerged from the individual interviews. These responses were used to explore their
perceptions and beliefs in more detail, as well as helping in the ongoing development of
questions/issues raised within the focus group. Since the researcher aimed at gaining an
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in-depth understanding of the experiences of these six teachers, the participants of the
focus group were selected from them. The focus group interview, which allowed the
researcher to obtain detailed information about the major issues of concern to the
participants, played an important role in this study.

3.5.2.4 Participants
According to Creswell (2007), the criterion of participant selection in a
phenomenological approach is to choose individuals who have experienced the
phenomenon under investigation so that the investigator can present a shared
understanding in the end. Participants in this research project were six current senior
high school teachers working in schools in Okinawa, Japan. Participants were selected
from the researcher’s former colleagues and a former teacher’s co-workers with
consideration given to accessibility. In fact, all participants were known to the
researcher prior to this project. The method used for the recruitment of participants was
to contact potential participants by email, telephone and letter according to their
accessibility. The letter for recruitment (Appendix 1) and the information sheet
(Appendix 2) were sent together with the emails and letters.

Apart from being a senior high school teacher, the gender and number of years teaching
were the criteria used to select the participants in the present study. These factors may
have influenced their perceptions of the role of teachers because Iding and Nordbotten
(2011) indicated that these can affect teachers regarding their study’s subject matter. In
addition, Japanese teachers have received pre-service and in-service education under
different systems, for example, the reform in teacher education and certification that
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occurred between 1988-1989 (e.g., Ishida, Koga, Mimura & Fujita, 2004; Knipprath &
Arimoto, 2007). With regards to pre-service education, since 1989 it has become
compulsory to study ‘non-subject’ related guidance such as student guidance (seito
shido) and educational counselling (kyoiku sodan), and after that period the contents were
expanded through a revision of the Teachers License Act in 1998 (Ishida et al., 2004).
Thus, the gender of participants and number of years teaching were considered in the
present study.

The number of years of teaching experience was divided into three categories: 1-10,
11-20, and over 20 years. Both male and female teachers participated in each category.
In this way, this study attempted to balance the participants’ gender and number of
years of teaching experience. In addition, considering similarities in terms of experience,
selection was based on teachers working in public senior high schools in the same
prefecture. In order to recruit six Japanese senior high school teachers who met the
criteria, eight Japanese teachers in Okinawa Prefecture were contacted by the researcher.
Six who fulfilled the criteria and who were accessible were selected as participants for
the present study.

The researcher and the participants were former colleagues and/or mentors rather than
friends, which meant that the researcher had little or no contact with them prior to this
project. All the participants were senior to the researcher in terms of their teaching
careers, and most of them were also older. Four participants were former colleagues,
and all of these participants and the researcher taught at the same senior high school in
the same school year. The researcher worked closely together with these four
participants either in subject teaching or homeroom management. The researcher
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considers that this was as an ‘average’ or ‘slightly difficult’ school due to the academic
level and behavioural or emotional issues of the students. The other two participants
were former teacher’s co-workers, and were also known to the researcher before this
project commenced because she asked them if she could observe their lessons. While
she was not directly taught by any of these participants, one of them was on the teaching
staff of the school to which she went. The researcher has a great deal of respect for all
of the participants as teachers. Half the participants teach English, the same subject as
the researcher, while the others educate either in Health and Physical Education,
Japanese or Geography, and History and Civics. The participants received their
certificates for teaching senior high schools between 1978 and 2001.

Public senior high school teachers in Okinawa Prefecture usually rotate between public
senior high schools in the prefecture every ‘five years’ (FGI, p. 29 ver). Therefore, these
participants may have experienced ‘good’ and ‘challenging’ schools in terms of
students’ academic level, and their behavioural or emotional issues. All six were
working at different public senior high schools in the prefecture when the interviews were
carried out. The six participants were all assigned pseudonyms, and belong to the
categories outlined in Table 3.2.

Table 3.2 Participant categories
Teaching
experience (year)
Female (no.)
Name
Male (no.)
Name

1-10 years

11-20 years

Over 20 years

1

1

1

Higa

Isa

Kyan

1

1

1

Uechi

Arakaki

Oshiro
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Four of the six participants took part in the focus group interview after the individual
interviews. Their names (pseudonyms) are shaded in the table.

3.5.2.5 Ethical Considerations
Ethical approval to conduct this research was submitted to the University of Wollongong
Human Research Ethics Committee before collecting and analysing data. A letter to
recruit participants (Appendix 1) was provided and further detail for them was included in
an information sheet (Appendix 2). Consent from participants (both verbal and written)
was attained before commencement of the data collection (Appendix 3). The cost of time
to participants was minimized as much as possible by the researcher being flexible and
considering convenient scheduling for interviewees. To ensure anonymity and
confidentiality, all participants’ names and places of employment were altered. All data
will be stored safely and will be accessible only to the researcher for a period of five years
from collection. Pseudonyms will be utilised to identify participants in any publication so
that no individual will be identifiable.

3.5.2.6 Informal conversation with a retired Japanese senior high school teacher
Prior to pilot interviews, the researcher had an informal conversation with a retired
Japanese senior high school teacher who had taught in Japan. The purpose of the meeting
was to check the appropriateness of the terms and questions utilised in the interview
schedule for gathering information relevant to the focus of the study. In the discussion,
the retired teacher suggested the choice of words, phrases and the way of asking questions
that she thought made it easier to encourage responses. Based on the feedback, the
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scheduled questions were revised and the new version was used for the pilot interviews.

3.5.2.7 Pilot interviews
According to Bryman (2004), a pilot study is recommended prior to administering a
structured interview schedule or questionnaire. He notes that the advantages of piloting
these methods include not only ensuring that survey questions function well but also
ensuring that the research instrument as a whole operates effectively (Bryman, 2004).
While Bryman (2004) identifies these benefits focusing on such instruments, conducting
pilot studies may also be useful for other methods such as a semi-structured interview
schedule. Indeed, piloting a main data-gathering tool is clearly supported by Stake
(2010).

In the present study, prior to data collection in Japan, two pilot interviews were conducted
for the following reasons: i) in order for the researcher to experience the whole process
and ii) to receive feedback on terms, questions and the order of scheduled questions.
Although it is appropriate to have small numbers in the pilot trials, attention should be
given to ensure that participants comprehend what is being asked and that the data will
match with the analyses designed (Stake, 2010). Thus, the researcher was careful to check
the appropriateness of the terms and questions used in the schedule of questions for
collecting the relevant information.

According to Stake (2010), the participants of pilot trials should be similar to people who
will provide the final data to be analysed. In the present study, two participants who were
Japanese Masters students at the University of Wollongong in Australia were recruited.
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The criteria for selecting the participants for the pilot interviews were their nationality,
which is Japanese, and teaching experience at a Japanese senior high school.
Consequently, two female Japanese students who met the criteria were selected. Both of
the pilot interviews were conducted in the researcher’s room at her accommodation which
provided privacy.

Through these pilot interviews, the researcher gained feedback on the scheduled
questions. In addition, she received advice about the proposed time and location for the
actual interviews. Based on this feedback, the questions were improved prior to the real
interviews in Japan. Moreover, the number of suggested choices of time and location
were increased. Allowing the researcher to experience the whole process of the
semi-structured individual interviews gave her some confidence to conduct the actual
interviews for the study.

3.5.2.8 Data collection procedures
The data collection consisted of two stages. In the first stage, six Japanese senior high
school teachers were individually interviewed. In the second stage, four of them were
invited to a focus group interview. (See Appendices 4 and 5 for the scheduled questions.)
The semi-structured interviews were undertaken over a six week period in Okinawa,
Japan. All of the interviews were audio recorded by using one to two recorders. In
addition, the researcher wrote down key points of the participants’ comments during the
interviews. The individual interviews lasted approximately between 45 minutes and three
hours. The focus group interview lasted 66 minutes.
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3.5.2.8.1

Data collection procedures—semi-structured individual interviews

Six Japanese senior high school teachers were individually interviewed at their schools, a
local coffee shop or a restaurant for convenience and comfort. Firstly, the information
sheet was sent by email or letter to the participants when recruiting them. Prior to the
interviews, the researcher asked the participants to prepare for answering questions
regarding their teaching qualifications and the years of teaching experience which was
the first topic of the scheduled questions. In addition, the researcher sent the whole
schedule of questions to the participants. It was optional for them to look at the questions
beforehand. The researcher took this approach because she thought some of them may
feel more comfortable talking about the topic if they knew what kind of questions they
would be asked. The timing when they received the scheduled questions varied according
to how they were scheduled for the interviews. They received it between a day and three
weeks prior to their interview by email or letter.

On the day of the interviews, the researcher explained the purpose of the present study
orally to the participants. In addition, the participants’ rights to discontinue participation
at any stage of this project were addressed by the information sheet, consent form and
orally. Then, the participants submitted their consent using the forms provided. Table 3.3
shows the interview framework for the semi-structured individual interviews:
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Table 3.3 Interview framework for the semi-structured individual interviews
Interview framework for the semi-structured individual interviews


Questions related to teaching qualifications and the year of teaching experience



Questions related to pre-service teacher education



Questions related to teaching experience and the role of teachers



Questions related to in-service teacher training

3.5.2.8.1.1

Additional written information from the participants

Two of the participants, Oshiro and Arakaki, provided written answers for the scheduled
interview questions to the researcher. This information was added to their individual
interview information. Oshiro voluntarily gave his written responses to the researcher at
the beginning of the meeting for his individual interview. It became a guide for the
interview. Arakaki, on the other hand, gave his responses after his individual interview by
email. This additional information helped the researcher to understand his interview. In
addition, most of the participants provided some documents (voluntarily or at the
researcher’s request) which were related to the content of their individual interviews.
These supported the researcher’s understanding of their comments in the interviews.

3.5.2.8.2
interview

Data

collection

procedures—semi-structured

focus

group

The participants were asked about their willingness and availability to participate in a
focus group interview when they were recruited for the present study. Four of the
participants participated in the focus group interview. Usually, this is the minimum
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number for focus group interviewing (Bryman, 2008). The gender of the group was
balanced by having two males and two females. The date of the interview was determined
on the basis of all participants’ schedules. The interview was conducted at a local
restaurant where the participants felt comfortable.

Before commencing, the researcher explained the purpose of the focus group interview,
which was to discuss key issues emerging from the individual interviews. Then, she
briefly talked about the similarities in their comments in their individual interviews. The
focus group interview was guided by a series of questions. Table 3.4 shows the interview
framework for the semi-structured focus group interview:

Table 3.4 Interview framework for the semi-structured focus group interview
Interview framework for the semi-structured focus group interview


Questions related to pre-service teacher education



Questions related to teaching experience and the role of teachers



Questions related to support teachers wish to have

3.5.2.8.3

Changes in the sequence of activities for the data collection

As stated earlier, it is natural for aspects of a qualitative research project to change as a
study progresses (Merriam, 1998). This applied to the present study as well. There were
changes in the data collection procedure from its original plan.

The researcher altered the timeframe for completion of member checking for individual
interviews, and member checking for the focus group interview was added. Originally,
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the first stage was holding six individual interviews after which member checking would
be carried out. This was to be followed by a focus group interview. In the actual study, a
longer time period for the completion of member checking for individual interviews was
allocated. The change was made because it took longer to transcribe the interviews and to
receive confirmation for them from the participants than had been anticipated. Thus, the
completion of member checking did not take place until later (see Tables 3.6 and 3.7).

Moreover, member checking for the focus group interview was added. This was because
the researcher thought it would be useful to have the participants’ confirmation for this
interview as well. She asked the participants’ permission for this at the focus group
interview. Table 3.5 indicates the original plan for collecting the data, Table 3.6 reflects
the procedure that was followed and Table 3.7 provides a detailed summary of the
sequence of interviews, focus group activity and member checking.

Table 3.5 Planned data collection procedure
Planned data collection procedure
1

Conduct six individual interviews

2

Conduct and complete member checking for individual interviews

3

Conduct a focus group interview
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Table 3.6 Actual procedural steps taken in data collection
Actual procedural steps taken
1

Conducted six individual interviews

2

Conducted member checking (2 out of 6 completed)

3

Conducted a focus group interview

4

Ongoing member checking for the individual interviews
Conducted member checking for the focus group interview

5

Completion of member checking for individual and focus group
interviews

Table 3.7 Detail schedule of individual interviews, a focus group interview and
member checking
Individual interview

Focus group interview
Date conducted interview:
14/11/2009

Date
conducted
interview

Member checking
Start
(sent the
document)

Complete
(received the
final
feedback)

Member checking
Start
(sent the
document)

Complete
(received the
final
feedback)

Isa

5/10/2009

12/10/2009

31/10/2009

25/1/2010

24/2/2010

Higa

3/10/2009

7/10/2009

21/10/2009

26/1/2010

8/2/2010

Kyan

17/10/2009

29/10/2009

6/1/2010

Oshiro

6/10/2009

13/10/2009

(29/1/2010)

27/1/2010

29/1/2010

Arakaki 16/10/2009

22/10/2009

29/12/2009

24/1/2010

23/2/2010

Uechi

23/11/2009

27/11/2009

26/10/2009

3.5.2.9 Member checking
Respondent validation, also called member validation, is a procedure by which an
investigator provides the participants of the research with an explanation of his or her
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findings (Bryman, 2004). The goal is either for seeking confirmation or presenting an
account of the findings (Bryman, 2004). In addition, it allows the researcher “to seek out
areas in which there is a lack of correspondence and the reasons for it” (Bryman, 2004 p.
274).

According to Bryman (2004), the nature of member checking in the present study may be
considered as a form of respondent validation. He explains that: “the researcher provides
each research participant with an account of what he or she has said to the researcher in an
interview and conversations...” (p. 274). In fact, respondent validation has gained
popularity especially among qualitative researchers since “they frequently want to ensure
that there is a good correspondence between their findings and the perspectives and
experiences of their research participants” (Bryman, 2004 p. 274). Creswell (2007) also
notes that member checking is a method used by researchers in order to validate the
accuracy of the account, and it contributes to the rigour of the study.

In the present study, member checking for both individual interviews and a focus group
interview played a vital role. It provided occasions for the researcher to ensure the
appropriateness of her interpretations of the participants’ comments. In accordance with
Gadamer’s notions, it allowed the researcher to have more conversations and negotiations
with the participants and to fuse her horizon with the participants’ horizons (Lawn, 2006).
Due to this fusion of horizons, new understandings or interpretations took place (Koch,
1996). In this respect, apart from interviews and the text analysis, member checking
became another crucial process in the present study.

The interpretive transcriptions were sent to the participants for member checking by
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email and post. Where more detailed information was required sections were highlighted
along with the researcher’s question in brackets [e.g., (Question: Will you explain this
part in more detail? Does ‘current situation’ mean current situation of schools?)].

The participants’ confirmations of the researcher’s interpretation were gathered by email,
telephone, and a face to face conversation. In most cases, except for face to face member
checking, the participants sent the interpretive transcriptions back to the researcher with
their confirmation and comments. [e.g., (Question: Is this information correct? →OK)]

Member checking often required repeated communications. For example, the researcher
found out that her interpretation regarding a particular section was different from the
participants’ view when written feedback was provided. Then, the researcher had a phone
conversation with the participant and improved her understanding. After having this
conversation, the researcher made a new interpretive transcription for the section with a
question for confirmation and sent it to the participant. Then, she received written
feedback from the participant and the member checking was completed. In this way, the
interpretive transcriptions were revised through conversations and negotiations between
the researcher and the participants.

3.5.3

Van Manen’s research activity three and four

The data analysis of the present study consisted of two parts: the text development and the
text analysis. The process can be explained through van Manen’s (1990) third and fourth
research activities suggested for hermeneutic phenomenological research. These two
activities are: “reflecting on the essential themes which characterize the phenomenon”
[and] “describing the phenomenon through the art of writing and rewriting” (p. 30). In the
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present study, in order to develop essential themes that illustrate the phenomenon
explored (activity 3), describing the phenomenon by writing and rewriting (activity 4)
took place (van Manen, 1990). In fact, as it was stated earlier, these two activities were
integrated for the theme development. After making the interpretive translations in
Japanese and English which became texts to analyse, the text analysis was performed
through three approaches to thematic analysis for hermeneutic phenomenological studies
suggested by van Manen (1990).

3.5.3.1 Text development
The texts to be analysed were constructed from recorded individual interviews and a
focus group interview. All transcriptions were made by the researcher. This indicates the
researcher’s rich engagement with the texts. Firstly, the researcher made interpretive
transcriptions in Japanese by listening to the recorded interviews and through the notes
taken during the interviews. Since the researcher took notes about the important points of
each interview, they became a guide or a structure for shaping the Japanese interpretive
transcriptions. The summaries of these Japanese interpretive transcriptions, which
showed the researcher’s interpretation of the participants’ comments in the interviews,
were checked by the participants. The researcher used these for member checking instead
of verbatim transcriptions because she thought the former were easier for the participants
to comment on.

In order to make the transcriptions, the researcher listened to the recording in three forms:
in whole, detail, partial, and then again in whole. At the beginning and the end of making
each transcription, the researcher listened to the complete interviews to get the sense of
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them as a whole (whole). Then, the researcher listened to the recorded interviews of two
to three seconds ‘chunks’ approximately four times (detail). After she made a few
sentences of a transcription, she listened to the audio of the part again to make a final
check of her understanding (partial). For individual interviews, headings and
sub-headings were made for organising the interpretive transcriptions; and the order of
the transcriptions was not strictly chronological.

A difference between individual interviews and the focus group interview regarding steps
taken in making interpretive translations was the use of verbatim transcription. A
verbatim transcription was only made for the focus group interview so that all
participants’ responses were included. Bold letters were used when the comments were
emphasised. In addition, information gained from the tone of the voices was written in
brackets (e.g., from his heart, excited, agreeing). Utilising a verbatim transcription
allowed the researcher to get the flow and the whole picture of conversations in the focus
group interview. Table 3.8 shows the process for making summaries of interpretive
transcriptions in English of the individual interviews and Table 3.9 reflects this process
with the focus group interview.

Table 3.8 Steps taken in interpretive transcriptions of individual interviews
1

Taking memos of the important points [during interviews]

2

Making interpretive transcriptions in Japanese [used for member checking]

3

Making summaries of interpretive transcriptions in Japanese

4

Revising Japanese interpretive summaries based on participants’ feedbacks

5

Translating revised Japanese interpretive summaries in English

6

Completion of summaries of interpretive transcriptions in English
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Table 3.9 Steps taken in interpretive transcriptions of focus group interview
1

Taking memos of the important points [during interviews]

2

Making a verbatim transcription in Japanese

3

Making interpretive summary in Japanese [used for member checking]

4

Revising Japanese interpretive summary based on participants’ feedbacks

5

Translating revised Japanese interpretive summary in English

6

Completion of summary of interpretive transcription in English

There are two kinds of participants’ comments presented in this study: the summaries
(sum) of English interpretive transcriptions of the individual interviews and the focus
group interview, and the translated verbatim (ver) transcription of the focus group
interview. Only the parts of the verbatim transcription which are utilised for presentation
in this study were translated into English by the researcher.

3.5.3.2 Text analysis
According to van Manen (1990, pp. 92-93), three approaches can be taken in order to
isolate or reveal thematic aspects of a phenomenon in text:

(1) ‘the detailed or line-by-line approach’;
(2) ‘the wholistic or sententious approach’;
(3) ‘the selective or highlighting approach’.

It is stated that conducting various levels of data analysis (“from the narrow codes or
themes to broader inter-related themes to more abstract dimensions”) is a way of showing
rigor of the research (Creswell, 2007 p. 46). In the present study, all of these approaches
were utilised according to the order shown. A number of categories emerged by (1) the
detailed or line-by-line approach. Through the numerous cycles of (2) the ‘wholistic’ or
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sententious approach and (3) the selective or highlighting approach, those categories
were combined into five themes. These themes are presented in Table 3.10.

Table 3.10 Theme list
Theme list
1. The role of teachers
2. Teachers’ knowledge and skills (strategies) for promoting the emotional
well-being of their students
3. Difficulties and challenges teachers face in relation to promoting the emotional
well-being of their students
4. Suggestions for relevant support for teachers to promote the emotional
well-being of their students
5. Teachers’ PTE: perceptions of content and quality and how this may inform
them in terms of encouraging the emotional well-being of their students

3.5.4
Maintaining a strong and oriented pedagogical relation to the
phenomenon
The fifth research activity for hermeneutic phenomenological research suggested by van
Manen (1990) is “maintaining a strong and oriented pedagogical relation to the
phenomenon” (p. 31). This is the approach taken by the researcher throughout this
research process, particularly during the stage of theme development, and it also ensures
the validity of this research (van Manen, 1990).

Through this activity, van Manen (1990) suggests that educational researchers “raise
questions, gather data, describe a phenomenon, and construct textual interpretations ... as
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researchers who stand in the world in a pedagogic way” (p. 1). He refers to ‘pedagogy’ as:
“…the activity of teaching, parenting, educating, or generally living with children, that
requires constant practical acting in concrete situations and relations” (p. 2). What he
recommends to educational researchers is to make a firm link between the meaning or
nature of pedagogy and their research. In other words, he suggests that the educational
researchers question the meaning or nature of (the activity of) teaching in relation to their
educational research. He notes that:

To be unresponsive to pedagogy could be termed the half-life state of
modern educational theory and research which has forgotten its
original vocation: that all theory and research were meant to orient us
to pedagogy in our relations with children (van Manen, 1990 p. 135).

Thus, in order to connect the present study to “its original vocation” or the reality of
teaching, it was important to adopt this activity. Consequently, having the connection
allows the present study to be useful for the actual practice of teaching. In order to
achieve this, in practice, similar questions to the meaning or nature of (the activity of)
teaching were asked with regard to the phenomenon explored throughout the research
process. These questions were: “What is the role of teachers?” and “What does it mean to
be a teacher?” These two questions ask the meaning or nature of being a teacher or
teaching. Each of the three questions looks at being a teacher or teaching in a deep and
holistic manner. Indeed, it is important to note that these questions reflect the core
theoretical aspect of hermeneutic phenomenology, which is the ontological question of
being. As stated earlier, “(W)hat does it mean to be?” was the central question of
Heidegger (Spinelli, 1989 p. 108). This is also a key consideration of this current study.
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As suggested by Draucker (1999), it is important for researchers who utilise Heideggerian
philosophy as the basis of their research to show “how the philosophy enriches, as well as
guides, the interpretations” (p. 371). In the case of the present study, Heidegger’s
ontological question of being deepened and led the interpretive process. These two
questions, “What is the role of teachers?” and “What does it mean to be a teacher?”
were very important especially during the last stage of theme development. In fact, these
questions allowed the researcher to interpret the texts (interpretive transcriptions) by
using the hermeneutic circle. The questions helped the researcher to view the roles of the
teacher both in detail and as a whole. After repeating the cycle numerous times, the
researcher finally identified the key themes. Further, these questions enriched the
interpretation of the texts (interpretive transcriptions) in relation to related academic
literature by enabling connections to be made between the findings and the literature.

Moreover, the validity of hermeneutic phenomenological research is related to this
activity (van Manen, 1990). It is suggested that there are conditions for a dialogic
textuality within methodological requirements that provide “a human science text a
certain power and convincing validity” (van Manen, 1990 p. 151). These conditions can
be summarised as: “texts [which] need to be oriented, strong, rich, and deep” (van Manen,
1990 p. 151).

Being oriented
Texts which are oriented in a pedagogic way are produced by investigators’ orientation to
research and writing, an awareness of the relation between speaking and acting, content
and form, text and textuality (van Manen, 1990). To be oriented as investigators refers to
being “oriented to the world in a pedagogic way” (van Manen, 1990 p. 151). Any
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approach which is sought to be developed, needs to be comprehended as a response to the
question of “how an educator stands in life, how an educator needs to think about children,
how an educator observes, listens, and relates to children, how an educator practices a
form of speaking and writing that is pedagogically contagious” (van Manen, 1990 p.
151).

Being strong
Any interest that researchers develop in teaching or parenting, should always seek “the
strongest pedagogic interpretation of a certain phenomenon” (van Manen, 1990 p. 151). It
is suggested that researchers utilise their orientation as a source for yielding pedagogic
interpretations, comprehensions, and formulations, and reinforce this source in the very
practice of their studies (van Manen, 1990). In order to attain this, it requires researchers
to attempt to formulate a pedagogic comprehension which excludes other interests (van
Manen, 1990).

Being rich
It is noted that “A rich and thick description is concrete, exploring a phenomenon in all its
experiential ramifications” (van Manen, 1990 p. 152). “The meanings of the lived sense
of phenomena” are beyond their immediate experience (van Manen, 1990 p. 152). The
educationalist, as researcher and writer, strives to obtain life experience (event or action)
in story or anecdote, since a story regains what is special, unique, and irreplaceable (van
Manen, 1990). Thus, in a textual sense, these epistemological matters convert into an
interest in the anecdotal, narrative, story, or phenomenological description (van Manen,
1990). The dialogic characteristic of these methods is apparent as they involve, engage
and expect a response from the researcher (van Manen, 1990).
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Being deep
Depth refers to what offers the lived experience or phenomenon to which researchers
orient themselves its meaning and its resistance to their fuller comprehension (van Manen,
1990). As researchers struggle for meaning, and struggle to overcome this resistance, a
certain openness is needed (van Manen, 1990). The degree of the openness, which is
necessary for understanding something, is also a degree of its depthful nature (van Manen,
1990). Gaining a dimension of depth is achieved through rich descriptions which
investigate “the meaning structures beyond what is immediately experienced” (van
Manen, 1990 p. 152).

These four conditions may also be seen as evaluative criteria for phenomenological
human science texts (van Manen, 1990), thus ensuring validity. Consequently, van
Manen’s (1990) fifth activity, “maintaining a strong and oriented pedagogical relation to
the phenomenon”, was a vital activity in the present study (p. 31).

3.5.5

Balancing the research context by considering parts and whole

The sixth and the last research activity for hermeneutic phenomenological research
suggested by van Manen (1990) is “balancing the research context by considering parts
and whole” (p. 31). In this activity, he suggests how to organise the writing of
hermeneutic phenomenological studies. He notes the usefulness of keeping “the evolving
part-whole relation of one’s study in mind” (p. 167). In addition, he recommends: while
there is no “compelling reason” for formatting phenomenological research in any one
specific style, it may be useful to arrange one’s writing in a way related to “the
fundamental structure of the phenomenon itself” (p. 168). In order to do this, one of the
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approaches he provides is organising one’s writing thematically. This was the writing
approach adopted in the present research. Van Manen (1990 p. 168) explains the approach
as follows:

First, one may use the emerging themes as generative guides for
writing the research study. In other words, the entire study—or at
least the main body of the study—is divided in chapters, parts, or
sections which elaborate on an essential aspect of the phenomenon
under study. Each section heading articulates the theme that is being
described in that section.

In the present study, the Results chapter was organised by themes. Keeping this approach
throughout the writing process was very helpful to consider the balance and relations
between the sections and chapters as well as their relations to the research questions and
themes.

3.6 Limitations
The particular limitations of this study are a small sample of a certain type of participant
from a specific context, and the data source consists of two types of recorded interviews
(six individual interviews and a focus group interview). The qualitative design of this
research means that the information collected and themes drawn only reveal a portion of
the experiences and entire reality of these six teachers, nor do the findings represent the
whole teaching population of Japan, or Okinawa Prefecture.

Whereas the previous relationships with the participants helped the researcher recruit
them for this study and establish a rapport with them during the interviews, there was
also potential for these relationships to impact negatively on the participants and inhibit
120

them from sharing their true feelings on the subject matter. Therefore, before starting
the interviews the participants were told the purpose of this study and to comment
honestly.

Whilst attempts were made to balance the gender and number of years of teaching
experience, the willingness of these six teachers to participate may indicate their similar
interests, beliefs, and values to the researcher’s and their tendency towards agreement in
this research area. Their comments and the information gathered from them revealed
that at least four participants were involved in the area of counselling, psychology,
and/or student guidance in relation to their previous and/or current role at school and/or
self-motivated professional learning. It was also discovered that another participant
conducted research on students’ relationship-building. In addition, the demographics of
the locations of the schools and the socio-economic factors of the students may influence
the participants’ teaching experiences.

Despite these limitations, the findings of this research offer some understanding of
Japanese senior high school teachers’ perceptions of the role of teachers, including the
role in promoting the emotional well-being of their students. It may therefore be argued
that researchers who undertake similar studies may draw relevant information from this
study. Moreover, factors for consideration for teacher educators and the Japanese
government are presented.

3.7 Conclusion
This chapter provided an account of the research design and the methods. The chapter
outlined the type of research, epistemology, theoretical perspective, methodology and
121

methods. It was argued that taking a hermeneutic phenomenological approach for this
study was the most appropriate structure for pursuing responses to the research questions.
The next chapter will present the results of the interview data.
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Chapter 4 RESULTS

4.1 Introduction
Chapter Three described the theoretical framework, research design and methods which
were selected to explore the research questions. This chapter presents the findings of the
data gathered through six semi-structured individual interviews and a focus group
interview. The data collected from the interviews have become the texts (or the interview
interpretive transcriptions) that are analysed in relation to the overarching research
question posed in this study:

How do senior high school teachers in Japan understand the role of teachers in
promoting the emotional well-being of their students?

In addition, the following two sub-questions helped the researcher to answer the main
question:

Sub-question 1: What knowledge and skills do senior high school teachers in Japan
have with regard to their students’ emotional well-being?

Sub-question 2: How do senior high school teachers in Japan acquire the knowledge and
skills to encourage the emotional well-being of their students?

The texts were analysed by using van Manen’s (1990) three approaches for thematic
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analysis: (1) “the detailed or line-by-line approach”; (2) “the wholistic or sententious
approach”; and, (3) “the selective or highlighting approach” (pp. 92-93). In addition, two
questions, which stemmed from Heidegger’s philosophy (Spinelli, 1989), led the
interpretation of the texts in this study: “What does it mean to be a teacher?” and “What
is the role of teachers?” By considering the data with regard to these approaches the
following five themes emerged from the texts:

1)

The role of teachers

2)

Teachers’ knowledge and skills (strategies) for promoting the emotional well-being

of their students
3)

Difficulties and challenges teachers face in relation to promoting the emotional

well-being of their students
4)

Suggestions for relevant support for teachers to promote the emotional well-being of

their students
5)

Teachers’ PTE: perceptions of content and quality and how this may inform them in

terms of encouraging the emotional well-being of their students

Theme One, ‘the role of teachers’, is reflected in responses related to the two questions
drawn from Heidegger’s philosophy (Spinelli, 1989) stated above. From the data, it
appears that teachers are ‘supporters’ of students for their various aspects of
development which include intellectual, social and emotional (morality, citizenship and
appropriate social skills). In addition, as the researcher interpreted the texts relevant to
the academic literature in the later stage of the research, teachers’ roles in building
relationships with students and supporting their peer relationships became more and more
apparent (researcher’s retrospective reflective journal 12/4/2012).
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The main research question was answered under Theme One presented below. All
participants believe that teachers play a role in promoting the emotional well-being of
their students. The interview data show that the participants perceive the role of teachers
not only as teachers of a particular subject but also as supporting their students’
development in the emotional and social realms. The participants believe it is important
to assist students to become responsible members of their society. The data indicate that
the teachers hope that their students will survive and thrive as contributors to society.

This chapter will address the research questions by eliciting information related to the
different themes that emerged from the data. Each theme is described and the
relationships between them is identified and discussed in relation to the main research
question. Importantly, regardless of the differences in gender or the number of years of
teaching experience, the participants’ responses to each theme were similar. In
subsequent sections, each theme will be explained individually.

4.2 Theme One: The role of teachers
The data under Theme One, ‘the role of teachers’, suggest that the participants’
perceptions of the role of teachers comprise not only subject teaching but also other
‘non-subject teaching’ roles including promoting the emotional well-being of their
students. The data also suggest that the skills of communication and counselling such as
listening to and building relationships with students are vital for teachers in order to fulfil
these roles. Table 4.1 shows the categories that emerged from the focus group and
individual interviews under Theme One.
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Table 4.1 Category list for Theme One
Category list for Theme One (the focus group and individual interviews)
Theme One: The role of teachers





Subject teaching and promoting the emotional well-being of their students
Aligning teacher roles with parent and family roles
Holding various roles
The influence of teaching experience on teachers’ perceptions of the role of
teachers



Other Japanese teachers’ perceptions of the role of teachers in promoting the
emotional well-being of their students

4.2.1

Subject teaching and promoting the emotional well-being of their students

As stated above, all of the participants perceive the role of teachers as including teaching
a particular subject as well as supporting their students’ emotional well-being. In the
focus group interview, the following comment was made by Oshiro in relation to the role
of teachers:

…the teacher’s role consists of two duties: teaching a subject and
teaching the ‘reality principle’, which is discipline and socialisation.
It is this discipline and socialisation that is needed for the
development of a person (FGI, p. 4 sum).

In his individual interview, he said:

The job of teachers includes guidance and support. Guidance is like
an image of pulling students from their front: “You should not or
must not do this. You can do this.” On the contrary, support is like an
image of holding up students from their back. Teachers face each
student’s issues and they are at the same levels of their students
(Oshiro, p. 11 sum).
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Oshiro’s comments show that he believed that the role of teachers involves more than
subject teaching and includes supporting students’ socialisation and helping them to deal
with their issues. Isa, another participant, commented in a similar manner:

The first role of teachers is to teach a subject. Study, academic
ability, and in addition [to these], fostering people holistically.
Senior high school teachers play a role in supporting students’
emotional development in order to let them go out into the society
(Isa, p. 4 sum).

Isa’s comment suggests that she perceived the role as helping students to become active
members of society. In addition, she commented on the degree of the role teachers’ play in
promoting the emotional stability and social development of their students by aligning
their role with that of a parent:

As well as the role that students’ parents have for them, I believe that
teachers also have a significant role in promoting the emotional
stability and social development of their students. If students are not
stabilised well at their homes, schools should support them (Isa, p. 4
sum).

Isa’s words suggest that she believed that teachers play a role in supporting the emotional
stability and social development of their students. Moreover, this role is also noted by
Kyan from the perspective of the role of education. She believes that the support is
included in education:

I believe that teachers have a role in promoting the emotional
stability and social development of their students because teachers
communicate with and relate to students as humans and they are in
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the place where education is provided. I would like students to learn
social skills. In order to achieve this, it is necessary for students to
have their emotions stable and live in a social environment such as
schools and the communities. I believe this is all a part of education
(Kyan, p. 9 sum).

Uechi also described Japanese education and the role of the teacher as supporting
students’ emotional well-being:

Japanese education includes not only teaching subjects but also
“bunbu ryodo” [teaching students the importance to excel both in
academically and athletically] and moral education. The role of
Japanese teachers is to promote students’ development from various
perspectives (Uechi, p. 18 sum).

In the focus group interview, comments were made in relation to the role of the school in
students’ development at ‘challenging’ schools. The focus group participants agreed that
schools play a role in teaching students to take responsibilities:

Students have not been guided properly up until now. However
severely I discipline them, reprimanding them has no effect. They do
not take responsibility for their actions. It is essential for them to
learn about such responsibilities at schools. Although they may
graduate from a senior high school, they cannot adequately
participate in society. They will have a dreadful experience of “life”
(FGI, p. 7 sum).

The comments by Kyan, Uechi and the focus group provide evidence of the participants’
beliefs in the role that education and schools play in supporting the social and emotional
realms of students. This also reflects their perceptions of the role of teachers. Furthermore,
128

the participants described the role in various ways which seem to be related to enhancing
students’ emotional well-being: promoting personhood or character-building (e.g.,
sincere to others, independent, good manners, moral, a sense of gratitude and kindness,
helping others), supporting the development of the whole person, promoting self-esteem,
supporting emotional development and emotional needs, fostering a zest for living,
teaching a way of life (teaching social order and the rules that are necessary to live in
society as adults), providing discipline and promoting socialisation, teaching manners,
providing guidance and support, supporting independence and self-actualisation, and
taking on parental roles (e.g., listening to students, communicating with students from
numerous angles). The participants’ comments suggest that they understand the role of
teachers as supporting students holistically, that is, encouraging their intellectual, social,
emotional, civil and moral development.

4.2.2

Aligning teacher roles with parent and family roles

Half of the participants in the individual interviews noted that teachers are similar in some
respects to parents (Isa, Kyan and Arakaki). Isa describes the role in relation to the
teacher’s duty of homeroom class management:

In Japan, we have homeroom classes. Teachers have the role of
father and mother. Teachers need to look into students’ behaviours
and know detailed information about them. This includes student
guidance and lifestyle guidance (Isa, p. 4 sum).

Kyan and Arakaki aligned the role of teachers not only with parents but also with a family
member. Kyan noted that it is useful for teachers to be able to communicate with students
through different approaches:
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In terms of high school, teachers are like members of students’ family.
I think it will be beneficial for teachers if they can communicate with
students from various angles, such as a teacher, a mother, and a
sister. This is not something they are required to do. I think if teachers
can deal with students from various angles, they can feel more
relaxed and build up breadth and depth in their guidance as
teachers, and then, they can face their work while feeling less
pressured. Otherwise, teachers may have difficult times by facing
various kinds of problems (Kyan, p. 8 sum).

Arakaki also noted the teacher’s parental role in relation to the act of listening to students.
He believed the role of teachers includes:

The role of father and mother through the act of listening to students.
Students actually want to talk about what has happened today, but
there is no one to talk to (Arakaki, p. 3 sum).

Similar to Kyan, Arakaki described a characteristic of the role of teachers as ‘actors’:

I believe that teachers have to play various roles like actors
depending on the time and circumstances, that is, a parent, brother,
adult in a community, homeroom teacher, subject teacher, regular
teacher, student guidance teacher, and advisor for club activities
(Arakaki, p. 3 sum).

The participants’ comments show their understanding of the role of teachers as going
beyond just teaching a particular subject. These comments also suggest how three of the
participants relate to students by using various approaches depend on the situations.

130

4.2.3

Holding various roles

As Arakaki (p. 3 sum), a participant of the present study, commented, it was a common
understanding among the participants that Japanese teachers hold various roles (FGI,
Higa, Kyan, Arakaki and Uechi).

Arakaki stated that:

Teachers should excel all around in the following areas: subject
guidance (teaching), student guidance, club activity guidance and
academic and career counselling (Arakaki, p. 3 sum).

Uechi also noted numerous roles that Japanese teachers play by comparing them with
the role of teachers overseas:

I have heard such a comment: “You can think what you have been
doing is the leading-edge [education] in the world.” Japanese
teachers play various kinds of roles, for instance, “student
guidance” which includes guidance for students’ appearance (i.e.,
hair colour and school uniform), good manners, and so on. But, I
have heard that the situation is different overseas. The role of
teachers is teaching subjects. This does not apply to Japanese
teachers. … I wonder about the existence of club activities overseas.
Even if they have club activities, I do not think teachers become
advisers (Uechi, pp. 18-19 sum).

The variety of roles can be divided into subject teaching and ‘non-subject teaching’ as
Arakaki and Uechi commented. When looking at all seven interviews, the roles or duties
of teachers other than subject teaching were noted. These included homeroom
management (FGI, Isa, Higa, Kyan, Oshiro, Arakaki and Uechi) and student guidance
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(FGI, Isa, Higa, Kyan, Oshiro, Arakaki and Uechi). Comments related to academic and
career counselling were given in five interviews (Higa, Kyan, Oshiro, Arakaki, and
Uechi). Comments regarding Kyoiku sodan gakari (teachers who have a counselling role
as well as a subject teaching role) were also given in five interviews (FGI, Isa, Higa,
Oshiro and Arakaki). In addition, remarks in relation to guidance during club activities
were given in five interviews (FGI, Higa, Oshiro, Arakaki and Uechi). Statements
concerning lifestyle guidance were noted in four interviews (Isa, Higa, Kyan and Uechi).
Administrative work was mentioned in four interviews (FGI, Kyan, Arakaki and Uechi).
Moreover, Isa believed that there was a social work element to teaching which involved
students’ family issues (p. 4 sum). This element was also found in Oshiro’s experience
with a particular student that went beyond classroom engagement (p. 1 sum).

4.2.4

The influence of teaching experience on teachers’ perceptions of the role of

teachers
While it was commonly accepted that Japanese teachers play multiple roles, the
participants in the focus group agreed that they did not have this idea of teaching until
they started working in schools. In other words, when they were student teachers, they
thought that the role of teachers was mainly teaching a particular subject. The participants
in the focus group also thought that there must be many teachers who perceived their role
in this limited way.

In the focus group interview, the participants said:

Oshiro: We have too many [new] things that we experience at the
‘job sites’.
Arakaki: Yes, there are many [things to learn].
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Isa: Yes, yes.
Oshiro: Nobody has taught me this! That kind of thing [bitter
laughter].
Isa: Yes, we have a lot! [emphasis]
I still remember that I did not know the meaning of “Denpyo”
[teacher word related to submission of results] in my first year [of
teaching].
…
Arakaki: … Although we studied in pre-service teacher education
with passion for becoming teachers, our understanding of the role
was limited to teaching a particular subject,
Higa & Isa: I thought so! [emphasis]
Arakaki: in fact, the workload of administrative work apart from
subject teaching is, as you said due dates for submission of results,
how to write a roll book, how, how, how, we are told for the first time
at the place [schools], this also should be done in this way, this
should be done in this way, this should be done in this way, this way,
this way, this way, then [we] realise for the first time ‘Wow! Isn’t the
role of teachers only giving lessons?’ … I think there must be many
people [teachers] who realise [the roles or duties except for subject
teaching] after getting into the ‘job sites’.
Oshiro: I agree (FGI, pp. 10-11 ver).

In this conversation, the focus group participants agreed that as student teachers they had
expected only to give lessons to their students. An example that some of the participants
experienced for the first time at the job site was related to administrative duties attached
to teaching. In addition, in the focus group interview, Higa noted the influence of teaching
experience on her understanding of the role of teachers in relation to supporting students’
independence and providing emotional support. She said:

Providing support for students to become independent. At first, I
thought the support was based on subject teaching. However, I
realised that students need emotional support after I started teaching
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at schools (FGI, p. 4 sum).

Arakaki’s perceptions of the role of teachers also seemed to be influenced by his teaching
experience. He explained the reason why he started to think that teachers play a role in
promoting the emotional stability and social development of students:

Many students are having troubles and worries. We are in “the era”
that students’ families and adults around them fail to support them.
Unfortunately, parents/guardians and society in general seek to
place responsibilities on schools and teachers (Arakaki, p. 18 sum).

Arakaki’s comment indicates that the situations of students with limited support from
their families and the society, and expectations from them toward teachers made him feel
the role. These comments show that there were shifts in the focus group participants’
perceptions of the role of teachers before and after teaching at schools. The changes in
their perceptions were commented upon in relation to teachers’ administrative work and
their role in supporting students’ emotional needs. It appears that while their PTE made
the participants aware of the role of subject teaching, it did not succeed in helping them to
understand the other roles or duties that they would have to perform.

4.2.5

Other Japanese teachers’ perceptions of the role of teachers in promoting

the emotional well-being of their students
While all participants indicated a belief that teachers are responsible for promoting the
emotional well-being of their students, Isa doubted this was true for all teachers. In her
individual interview, Isa noted in relation to teacher stress:

I wonder whether other Japanese teachers perceive that they have a
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role in promoting the emotional stability of their students. Many
teachers may not know what kind of information is helpful in order to
support their students’ emotional stability, and what kind of
information they need to equip themselves for the stress they
experience at schools (Isa, p. 5 sum).

Theme One, ‘the role of teachers’, was described in relation to Heidegger’s ontological
question of being and the main research question. In order to fulfil this role, teachers need
the relevant knowledge and skills. This will be explained in the following section.

4.3 Theme Two: Teachers’ knowledge and skills (strategies) for
promoting the emotional well-being of their students
Theme Two addresses the two sub-questions and describes the participants’ knowledge
and skills regarding promoting the emotional well-being of students. These include for
example, communication, relationships, student understanding, counselling and student
guidance. Table 4.2 shows the categories that emerged from the focus group and
individual interviews under Theme Two:
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Table 4.2 Category list for Theme Two
Category list for Theme Two (the focus group and individual interviews)
Theme Two: Teachers’ knowledge and skills (strategies) for promoting the
emotional well-being of their students


Broad understanding of the components of ‘jyocho no antei’ (emotional stability)
and ‘shakaisei no hattatsu’ (social development)




Teachers’ awareness of the influence of teachers on students
Knowledge and skills of communication, relationships, counselling and student
guidance
Resources used at some schools
Activities included in order to support students’ emotional well-being
Teachers’ perceptions of professional learning





4.3.1
Broad understanding of the components of ‘jyocho no antei’ (emotional
stability) and ‘shakaisei no hattatsu’ (social development)
The participants associated particular ideas and behaviours with the phrases ‘jyocho no
antei’ (emotional stability) and ‘shakaisei no hattatsu’ (social development). Some
similarities and differences between their associations with these terms and the definition
used in this study are apparent. All participants noted what they associated with the
phrase ‘jyocho no antei’ (emotional stability), five of them also talked about what they
associated with the phrase ‘shakaisei no hattatsu’ (social development), and one person
discussed these terms together.

What the participants associated with the phrase ‘jyocho no antei’ (emotional stability)
was related to students’ 1) regular life style 2) school life and adjustment to school (incl.
calmness and stability of students, opposite situation (e.g., unadjusted to school, school
non-attendance), academic and non-academic) 3) emotional development (incl. ability to
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communicate and take responsibilities) 4) communication skills and human relationships
5) sense of self/knowing themselves 6) appearance (e.g., smiling) 7) parents/family
(relationships with parents and the moral education taught at home) 8) love, and 9)
teachers’ mental health. The most frequently noted connection (by four participants) was
in relation to 2) school life and adjustment to school followed by 4) communication skills
and human relationships (by three participants).

What the participants associated with the phrase ‘shakaisei no hattatsu’ (social
development) was related to 1) communication skills and human relationships, 2) rules
and regulations, 3) ability to see outside world which may give students opportunities to
think a) what they should do now, b) what they want to do, c) their relationships with
others, d) their attitude in life. The most frequently stated association (by four
participants) was concerning 1) communication skills and human relationships. The data
indicate that communication and relationship-building skills were noted by the
participants for both phrases. For example, Oshiro, who commented on what he
associated with these two phrases together stated:

1) Human relationships
2) Self-understanding and the ability for self-expression
3) Assertion (Oshiro, p. 12 sum)

He also talked about ‘jyocho no antei’ (emotional stability) from another perspective:

1) Doing well with their job (study and club activities)
2) Human relationships (whether students have good relationships
with their friends and people around them.)
3) Loving and being loved (Love between men and women, and
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parents and a child. Having the feeling of always being loved and
loving.)
If love related matters go well, emotions are stabilised (Oshiro, pp.
12-13 sum).

Oshiro regarded the social and emotional realms as well as the academic realm to be
associated with ‘jyocho no antei’ (emotional stability).

4.3.2

Teachers’ awareness of the influence of teachers on students

Almost all participants reported that teachers can influence in the students’ emotional
well-being (Higa, Kyan, Uechi, Arakaki, and Oshiro). Oshiro noted this influence in
terms of the teacher’s ability to guide and support students as well as to deliberately
promote peer relations:

I believe that teachers can influence their students’ emotional
stability and social development. It is because that not only teachers
can guide and support students but also they can work on
establishing peer relations intentionally (Oshiro, p. 11 sum).

While the level of teachers’ influence was commented upon by three participants, they
viewed it differently. Arakaki and Uechi noted that there was a high probability of
teachers influencing their students at a personal level. However, Higa noted limitations
due to the restricted time that high school teachers spend with their students (maximum
three years, e.g., a year as a homeroom teacher and a few hours a week as a subject
teacher). The following paragraphs discuss this issue further.

Arakaki commented that the degree of influence a teacher may exert is related to the
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depth of the relationship that exists between the teacher and student:

I believe teachers are in a position to influence their students’
emotional stability and social development. I also think that teachers
have a role in promoting the emotional stability and social
development of their students. …When they [students] are young,
they learn about society by looking at their parents. And they also
learn by observing the adults who they have come into contact with
by the age of 18. Teachers are observed by students. Thus, teachers
are in a position to teach children about the adults’ world and what
adults are about.… For students, teachers are not only their teachers
but also adults who are close to students. I think that teachers can
influence students greatly. The deeper the relationships students have
with teachers, the more impact the teachers can have on the students
(Arakaki, p. 18 sum).

It can be seen from Arakaki’s words that he firmly believed that teachers can influence
students’ emotional well-being. Another participant, Uechi, believed this also. He
commented that teachers are adults who spend long hours in school with students and
therefore can potentially influence their students.

Behaviours, actions and so on of adults around students can
influence them. In this sense, I think the possibility of teachers’
influence on students can be high because teachers, who are adults
at schools, spend a long time with students (Uechi, p. 19 sum).

On the contrary, another participant, Higa, noted the limited influence of teachers by
comparing the influence of students’ families:

Even though I think teachers can influence their students’ emotional
stability and social development, their influence is limited
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considering the amount of time they spend with their students. I
believe students’ home environment affects students’ emotional
stability and social development the most. School, relationships with
their friends, club activities, and teachers come next. I believe that
teachers have a role in promoting the emotional stability and social
development of their students (Higa, p. 5 sum).

Thus, it appears that Higa believed that the family plays a primary role in supporting the
emotional stability and social development of students.

4.3.3
Knowledge and skills of communication, relationships, counselling and
student guidance
The participants’ comments suggest that they have knowledge and skills in promoting the
emotional stability and social development of students (e.g., communication, building
relationships, counselling, student understanding and student guidance). It seems that the
knowledge and skills they think important when communicating with and relating to
students were not emphasised in their PTE. Rather, they gained these primarily from
training sessions/workshops/seminars, associations (e.g., the Educational Counsellor
Association), their own experience with students, conversations with teachers and others,
books, news, websites and/or information supplied to the school from the Okinawa
Prefectural Board of Education and elsewhere. It also appears that for some teachers,
counselling knowledge and skills had actually helped them to communicate with and
understand students that may support teachers to provide proper guidance to students and
manage classes. In the individual interviews, Isa and Higa talked about how learning
counselling made them aware of the importance of listening to students carefully. Isa
said:

140

Studying counselling made me realise the importance of listening to
others first (Isa, p. 2 sum).

She continued:

I found that although I intended to listen to students, I was actually
teaching (e.g., Don’t be late.). If teachers are teaching or guiding
more than listening to students, students do not listen to teachers
(Isa, p. 2 sum).

Higa said:

I have been attending psychology classes and counselling training
sessions over the last three or four years. Gradually, this made me
realise the importance of listening to students carefully. It is
predominantly these seminars, not my pre-service education that has
made me aware of the value of listening to students (Higa, p. 1 sum).

She reflected upon her previous and current approaches for communicating with students:

I only have a limited time to talk to students so I tended to ask them
many questions during that time. I found that neither strategies
which are providing choices of answer to my questions and giving
yes/no questions to students provide detailed information or
contribute to developing deeper communication with them. So, I try
to wait for students’ answers and also to ask them open questions….
(Higa, p. 1 sum).

She also noted the necessity of listening to students in order to guide them properly:

I consider it very important to listen to students. I think I should
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spend as much time as possible for listening to them. In order to
provide appropriate guidance, I believe I need to know the reasons
behind students’ behaviours or situations, for example, the reason
why a student is skipping classes (Higa, p. 1 sum).

Similar comments were made by Oshiro from the perspective of student understanding.
He regarded student understanding as important when communicating with and relating
to students. He came to feel convinced of this point through what he ‘learnt from the
actual practice at the “job sites” and the graduate school [for clinical psychology]’
(Oshiro, p. 4 sum). In his individual interview, he said:

There are reasons behind students’ maladjustment. I put my efforts
into understanding the purpose of their behaviours. What they are
trying to get from those actions (Oshiro, p. 2 sum).

Arakaki also made comments similar to Higa and Oshiro’s, but his attitude toward
communicating with and relating to students seemed to be predominantly formed by his
own experience:

I put my effort into talking to students actively and letting students
take the lead of the conversation without judging them by their looks
and behaviours. I also make efforts to communicate with and relate
to them frequently (Arakaki, p. 1 sum).

He continued:

I have been allocated to the duty of “student guidance”. Thus, it is
important for me to discern students’ behaviours and words for
guiding them. I make efforts to devise my way of communication in
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order not to be refused by students, but to develop and keep good
relationships with them. The reasons and motives for taking this
attitude were not emphasised in what I learnt in pre-service teacher
education. Lectures and textbooks cannot deal with this. Students’
emotions change on the second time scale, so what I learnt from my
actual experience is realistic (Arakaki, pp. 1-2 sum).

Arakaki’s comment suggests that communicating with students and building good
relationships with them is necessary in order to guide them. In addition, Higa talked about
the need for knowledge of coaching and communication for subject teaching:

If I only focus on subject teaching, students do not behave well and I
cannot handle them. In order to teach a subject properly, I believe
that a knowledge of coaching and communication is necessary
(Higa, pp. 6-7 sum).

Isa and Higa stated that counselling knowledge made them aware of listening to students
carefully, which may indicate that it also contributed to improving communication
between teachers and students. In addition, the teachers’ comments suggest that a
knowledge of and skills in counselling, communication and student understanding are
useful for teachers, not only for guiding individual students appropriately but also
managing classes for academic learning.

The participants’ knowledge regarding the skills that teachers need was noted by Oshiro
in the focus group interview. His comment seems to describe the connection between
academic learning and students’ emotional well-being. He uses key words such as ‘rule’
and ‘relation’.
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Student teachers need to learn about the ‘rules’ for socialisation and
‘relations’ for building relationships for both individual and group
support. It is this ‘rules’ and ‘relations’ [relationships] that is the
foundation for teaching subjects (FGI, p. 2 sum).

He also said:

Without building relationships, students feel uncomfortable. After
having these relationships, students can say, “I don’t know” when
they don’t understand. Spurred on by friends, students feel like trying
(FGI, p. 2 sum).

The participants’ comments shown in this section reveal their knowledge and skills in
promoting the emotional well-being of students.

4.3.4

Resources used at some schools

Four participants talked about resources such as approaches and tools that they think are
useful for promoting the emotional well-being of students. These include resources such
as Structured Group Encounter (SGE), coaching, Q-U, Egogram and a career education
program. Some participants used these resources in their practice for promoting the
emotional well-being of their students. For example, Isa said:

I utilise Structured Group Encounter (SGE) and questionnaires
such as Q-U and Egogram (Isa, p. 5 sum).
I use the Egogram Questionnaire in both subject and homeroom
classes in order to promote students’ sense of self (Isa, p. 5 sum).

Oshiro noted that he includes the following in order to support students’ emotional
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stability and social development:

1) Holding classes which utilise the Structured Group Encounter
(SGE) effectively
2) A career education program (Oshiro, p. 12 sum)

The participants’ comments suggest that there are resources available for teachers to
support students’ emotional well-being. This may also indicate that knowing how to use
these in practice is beneficial for both teachers and student teachers.

4.3.5

Activities included in order to support students’ emotional well-being

The participants’ comments in their individual interviews suggest that they include
activities for promoting the emotional well-being of their students. Their comments
suggest that there are opportunities for teachers to support students in homeroom classes,
subject teaching classes, and at other times. The activities which the teachers conduct can
be grouped into five areas: 1) supporting students to take responsibilities and follow rules;
2) promoting students’ teamwork and relationships with others (e.g., peer relationships,
relationships with different age group people and teachers); 3) promoting students’ sense
of self and self-awareness (e.g., career education programs); 4) checking students’
physical and psychological health; 5) introducing social matters (e.g., environmental
issues). Among these, the second topic was noted by the teachers most frequently. For
instance, Oshiro talked about how to promote peer relationships in his lessons:

Feedback from peers means a lot to students who are adolescents.
This feedback includes positive messages. I include activities which
develop relationships in my class. Unlike the style involving a
teacher asking questions and students answering them, in my class
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students have opportunities to ask questions of each other and
answer them. I include a high touch relay as a warm-up activity for
group study (Oshiro, p. 3 sum).

Oshiro’s comment shows his awareness of the impact of peer relationships for senior high
school students and his skills in supporting the development of these relationships. Uechi
also described a ‘mingling’ activity which brought his students opportunities for
communicating and playing with kindergarten pupils. He thinks that this activity
encouraged his students’ social development. Long Homeroom time and Home
Economics was used for this activity:

This “mingling” activity was held about five times at the
kindergarten …. What I think was good was I could see the students’
good parts by doing an activity which cannot be happened at
schools. I could see a student(s), who was usually like a dead person,
holding children, carrying children on his/her shoulders and letting
children play. I could also see him/her saying “Sorry” and soothing
a crying child. … I think this activity was good for the students’
emotional stability and also my own emotional stability. This was an
opportunity for the students to learn about consideration for others. I
think doing this kind of activity is connected to students’ social
development. The students were being called “Onichan” (big
brother), “Onechan” (big sister) by the children. I think these
actions that the students took for children as people whom children
can depend on, are related to their social development (Uechi, p. 28
sum).

He continued:

………… During this mingling activity, I could see students’ lively
appearances. A student who had a problem with making
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relationships with others could become familiar with children a little
bit. I think this student grew up. … I think the student will do better in
building relationships with others (Uechi, p. 29 sum).

The teachers’ comments may suggest that teachers can provide students with
opportunities for enhancing their emotional stability and social development. In these
examples, the time for own or the other teacher’s subject teaching and Long Homeroom
were utilised. Having other teachers’ support and understanding seems important in order
to conduct activities such as Uechi’s.

4.3.6

Teachers’ perceptions of professional learning

The participants noted that the professional learning participated was related to
counselling and psychology, homeroom management, developmental disabilities, school
non-attendance, bullying, leadership, and compulsory training for new and five year
experienced regular teachers. The most frequently talked about training by half of the
participants was regarding counselling and psychology. The participants’ comments
revealed their perceptions of professional learning which included its relevance in terms
of practice, importance, limitation, and teachers’ context. The relevance or usefulness
with regard to practice was discussed the most (in five individual interviews and a focus
group).

4.3.6.1 Relevance in terms of practice
The results of this study suggest that an inclusion of experiential aspects, experienced
teachers as lecturers, and actual school situations in training is the key for making it
useful for trainees. Higa and Uechi’s comments show the differences between
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professional learning and their PTE, and give reasons why the former is more beneficial.
Higa talked in relation to their different lecture styles:

Training sessions that I now participate in do not utilise “top down”
lecture style. These seminars include some workshops which allow
the participants to experience and share with other members. For
example, pair work and group discussion are used. In such training
sessions, I think participants can also learn from each other. It is like
“sideways” learning. I can learn from different views and opinions
of other teachers who actually engage in the same job (Higa, p. 2
sum).

As I remember, [apart from the practicum], all subjects for
pre-service education were taught in [“top down”] lecture style.
Except for the practicum, most of the pre-service education has not
been useful in my work (Higa, p. 2 sum).

Uechi said:

An in-service training session [the new regular teachers’ training
session] was much better than the pre-service teacher education. I
think it was very rich in content. The lecturer(s) for the training
session were the people who have experienced the real issues at the
“job sites.” My former colleague was one of the lecturers. This
training sessions was very useful because the talks were given based
on the actual situations of schools. Having this kind of training
session is good. I can listen to the talks of various people who are
experienced. In pre-service teacher education at universities,
university lecturers do not teach student teachers about guiding
students in relation to what they may have to do at schools, such as
“Don’t stay up late until...time!” I think this kind of thing is missing
in pre-service teacher education. In addition, in this training session,
I actually visited places to receive lessons. I also had hands-on
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experiences (Uechi, p. 30 sum).

Higa also shared her opinion about the compulsory training for new regular teachers:

I think it was good. I learnt about the school system and functions
involved in each duty (‘komu bunsho’). Based on data, it also
provided information about current student situations in Okinawa
and issues that we need to work on. As a result, I knew the area in
which I should make an effort (Higa, p. 11 sum).

These comments reveal the weaknesses they perceived in their PTE. Issues related to PTE
are discussed later in this chapter as part of Theme Five. Teacher educators may benefit
from knowing what these participants perceived as useful for improving their courses.

4.4 Theme Three: Difficulties and challenges teachers face in relation to
promoting the emotional well-being of their students
In Theme Two, the participants’ knowledge and skills regarding supporting students’
emotional well-being were explained. Under Theme Three, the data reveal the difficulties
and challenges in relation to promoting these aspects of their students. Table 4.3 shows
the categories that emerged from the focus group and individual interviews under Theme
Three:
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Table 4.3 Category list for Theme Three
Category list for Theme Three (the focus group and individual interviews)
Theme Three: Difficulties and challenges teachers face in relation to promoting the
emotional well-being of their students
 Issues related to counselling and school counsellors



Employment pattern of school counsellors
Skills of school counsellors

 Curriculum development for students
 Conduct of group prevention program
 Issues related to school policy



4.4.1

Rotation of principals and affected school policy for student guidance
Revision in regulations regarding a requirement for students to repeat
a year and its influence on students’ behaviour

Issues related to counselling and school counsellors

In the present study, more than half of the participants (Isa, Higa, Kyan and Arakaki)
talked about issues related to counselling or school counsellors in their individual
interviews. These issues included the employment pattern and skills of counsellors,
curriculum development for students, conduct of group prevention programs and
teachers’ situations for counselling students. In these interviews, Isa and Arakaki
considered the area of counselling as a challenge in Japanese education. In addition, this
topic was discussed further in the focus group interview.

4.4.1.1 Employment pattern of school counsellors
Issues regarding school counsellors’ employment patterns were discussed in Arakaki’s
and Higa’s individual interviews and the focus group interview. The participants talked
about difficulties in having no school counsellor as a regular staff member from the
150

students’ and teachers’ stand points. Arakaki questioned school counsellors’ involvement
in helping students:

I have some doubts about the school counsellors’ contributions to
supporting
students
who
were
being
bullied,
blackmailed/intimidated, or attacked because those counsellors
come to school only once or twice a week. They are not staying at
schools as regular staff every day. Depending on the size and
situation of the school, a [staff member] has to deal with about 20
students. Those include students who have psychogenetic troubles
and do not attend school. This is the most important area to be
improved in Japanese Education… (Arakaki, p. 8 sum).

He also mentioned this issue from students’ point of view and the necessity of developing
relationships between a counsellor and students:

Students do not feel comfortable to talk to a counsellor who comes to
school once or twice a week because they do not come to a
counsellor by themselves, saying: “I want to talk to him or her.”
Teachers are the ones who suggest students talk openly with a
counsellor because they are worried about students’ situations.
Students do not open their hearts to a counsellor when they first
meet. Without developing a relationship, it is difficult to talk with [a
counsellor]. In order to establish a relationship, I think the following
will be an influence: how often a counsellor, who stays at a school as
a regular staff member, communicates with and relates to the student.
I believe that without having relationships, students do not share
their real feelings [with a counsellor] (Arakaki, pp. 8-9 sum).

In the focus group interview, Oshiro said the difference between a regular and a part-time
employee in relation to helping the school can be described in the following way:
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…coming [to school] sometimes … and doing one’s job can provide a
little bit of surface level support for school issues, but cannot work
on the fundamental parts of them (FGI, p. 28 ver).

Oshiro also described regular staff as:

…a person who can share school issues (FGI, p. 28 ver).

Higa commented on this matter from the teacher’s perspective:

I think that the main role for school counsellors is listening to
students. It is difficult for teachers to perform counselling duty as
well as teaching. The ideal situation is to have a professional
counsellor available to help teachers who find that they do not have
sufficient time to listen to and help students. Later the counsellor and
teacher should cooperate and talk over the issues involved (Higa, p.
10 sum).

She also noted the situation of her school:

In reality, no counsellor visits my school. In addition, the teacher
who has been assigned a counselling duty as his or her duty (‘komu
bunsho’) actually does not have time to listen to students (Higa, p. 11
sum).

In addition, she explained about the teacher:

The teacher counsels students when he or she has free time between
classes or after-school hours (Higa, p. 10 sum).
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These comments show the circumstances of both students and teachers regarding
counselling at schools. As Higa stated, it seems difficult for teachers to play appropriately
both a role of subject teacher and counsellor. In addition, Arakaki’s and Oshiro’s
comments show that having a school counsellor once or twice a week is not sufficient
support at school. Regular employment of school counsellors at school may provide
opportunities for intensive collaboration between teachers and the counsellor, offering a
better care for students’ emotional welfare.

4.4.1.2 Skills of school counsellors
The issue related to the skills of school counsellors was referred to in Isa’s individual
interview and the focus group interview. Isa talked about the challenges concerning
human resource development for school counsellors:

I believe that human resource development for school counsellors …
is one of the biggest issues in Japanese education. …
Some school counsellors are retired principals who do not have
proper qualifications for the job. In my senior high school, the school
counsellor is a retired principal. Even though he seems to have
studied a lot about counselling, he does not have a professional
qualification for the job (Isa, p. 7 sum).

Then, she also noted the situation of her school in relation to the counsellor and students:

Students at my senior high school do not come to talk to the school
counsellor. It seems that the counsellor is not capable for the job
because the age gap is too wide between him and the students; and
his inability to apply the counselling knowledge in practice (Isa, p. 8
sum).
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In addition, she shared her idea on alternative school counsellors:

I think it would be a good idea to have postgraduate students of
clinical psychology working as school counsellors because they have
a knowledge of psychology and mental illness. Their age is similar to
the ages of senior high school students. I think postgraduate students
of clinical psychology can develop sound relationships with students
and give counsel to them (Isa, p. 8 sum).

Isa’s comments suggest that having the school counsellor visit does not mean the service
is utilised properly to support students. The skills and perhaps age of the counsellor are
factors that may reduce the effectiveness of this service. Developing relationships is vital
in counselling.

In the focus group interview, the issue of the skills of school counsellors was actively
discussed among the participants. Their comments were summarised as follows:

Even though a counsellor comes to a school, it does not mean that the
counsellor is capable for the job. It seems that there are
discrepancies in the knowledge, skills, and experience of school
counsellors (FGI, p. 5 sum).

In addition, Arakaki talked about external counsellors that his school utilised. His
comment was summarised as follows:

The heads or bosses of local business are also brought into the school
to act as counsellors. Whilst they might have helpful life skills to pass
on to students, they may have no formal training in counselling. I
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have some doubts about the performance of these external
counsellors as professional counsellors, and whether they achieve
the aim of supporting students with the knowledge, skills, and
experience of professional counsellors (FGI, p. 5 sum).

Moreover, training for school counsellors was discussed in the focus group interview. The
following points were made:

It seems there is not so much practical (i.e. “hands-on”) training for
retired principals who work as school counsellors. Being a
counsellor requires practical skills. Therefore, practical training is
needed to educate school counsellors (FGI, p. 4 sum).

Oshiro talked about the training for clinical psychologists who also work as school
counsellors. His comment was summarised as follows:

…they only have training for individual support. They are not trained
for group support and the area of education (i.e., classroom
management) (FGI, p. 5 sum).

He also shared information about a new profession that was going to be requested to the
government for schools by groups of specialist educationalists:

Groups of specialist educationalists (representing educational
counselling, educational psychology, career guidance etc) are
planning to request MEXT to create a new profession at schools. This
specialist can establish curricula for student “group” guidance and
“group” counselling for each school. In addition, the specialist has
the skills for individual student guidance and counselling. Moreover,
this specialist must obtain a teacher’s license. Having sufficient
knowledge of the school organisation, he/she can handle classes and
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wider school management. In order for the specialist to be effectively
involved in school issues with other staff, he/she should stay at a
school as a full-time regular staff member (FGI, p. 6 sum).

Comments made in the focus group interview suggest a need for a consistent approach to
training school counsellors. In addition, the provision of hands-on training for school
counsellors who are retired principals was recommended by the focus group participants.
The suggestion of this new profession by the educationalists may provide a useful
resource for both students and teachers.

4.4.1.3 Curriculum development for students
Arakaki expressed an urgent need for curriculum development for counselling due to an
increasing number of students who refuse to go to school. In his individual interview, he
said:

Curriculum development for counselling has not been established in
Japan. However, the situation requires urgent action (Arakaki, p. 10
sum).

He also explained the current situation of school regarding this topic:

… now, a counsellor comes once or twice a week in order to listen to
students. A teacher who is in charges of kyoikusodan gakari [a
regular teacher who is allocated a counselling duty] and a
counsellor (who was entrusted by the prefectural government and
who has experience being a principal or vice-principal) discuss
whether students need to go to a clinic. However, developing
curricula for these students inside school probably cannot be
achieved in the current Japanese school. The number of teachers
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who have a knowledge of counselling is very limited. Few teachers
have experience [of counselling]. Even though the number of
students who refuse to go to school has been increasing, I think a
countermeasure has not been well established (Arakaki, p. 12 sum).

In addition, Arakaki shared his previous school’s situation:

At ….Senior High School [previous school], there were students who
refused to go to school and that was triggered by being bullied.
However, developing curricula with sufficient materials and support
which allow the situation of non-attendance to improve was not
provided at all. Although a place was prepared in order for them to
come to school, the treatment was just letting them be in the room
and giving them study tasks. Actually, giving guidance to students
after listening to them one by one over time and recognising their
emotional states was not conducted. I think other schools are also in
a similar situation (Arakaki, pp. 11-12 sum).

Moreover, Arakaki talked about why it appears there is no effective countermeasures for
students who refuse to go to school.

I think the main reason is teachers hold various duties concurrently.
For example, teachers who teach subjects have to deal with students
who need counselling. These teachers include not only teachers who
are in charge of kyoikusodan gakari, [regular teachers who are
allocated a counselling duty,] but also homeroom teachers. The
number of “non-teaching” duties is increasing. Since the most
time-consuming and important job is left for teachers who have to
manage other different sorts of duties, they can rarely spend their
time for that duty [counselling students]. I believe the most effective
way is having a counsellor at a school as a regular staff member. I
think counselling is the biggest problem now. If the current system is
not changed, I do not think we can save the students (Arakaki, pp.
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12-13 sum).

Arakaki’s comments suggest that a systematic approach to school counselling has not
been developed. The demands teachers face in terms of their regular tasks means that
there is insufficient time for them to work in a counselling capacity with their students.
They are therefore limited in providing support for their students’ emotional needs.

4.4.1.4 Conduct of group prevention program
Arakaki talked about another issue related to group counselling in Japanese education,
which aims at prevention. In his individual interview, he said:

… aiming for prevention, [counselling for] group approach has not
been also practiced yet. If we can do this, this is the best. I think other
countries have already started using this approach. I believe this
area is an issue for Japanese education (Arakaki, p. 10 sum).

Arakaki’s comments suggest that Japanese education is lagging behind in grappling with
a group prevention approach in counselling students. As he stated, this approach may
improve care of students.

4.4.2

Issues related to school policy

4.4.2.1 Rotation of principals and affected school policy for student guidance
In the focus group interview, the participants talked about the difficulties in coping with
frequent changes to the policy of student guidance, primarily, how to deal with students
who cannot follow school rules. Alterations to policy and practice happen because of the
158

rotation of principals every two years. The participants discussed the disadvantage of the
current system:

[In Okinawa Prefecture], school principals change every two years.
Hence, school policy [for student guidance] can also change
frequently, resulting in causing a lot of difficult situations. This
system is traditional and was satisfactory when there were less
educational challenges. However, guiding students in a more difficult
educational era requires more stable school policies which are not
constantly changing (FGI, p. 6 sum).

In this discussion, the participants also commented on the struggle to guide students
without having expulsion in the system of student guidance. Arakaki and Oshiro who
experienced different policies in this matter shared their experiences. Arakaki’s school
used to have a system where ultimately, students were expelled if they could not follow
the school rules after provision of support. The system was adversely affected by a new
principal’s policy when the expulsion rule was revoked.

Very difficult, now! [a comment from his heart]
The policy alters as principals change every two years….
….the good flow up to the time … (FGI, p. 29 ver).

Then, Arakaki noted the consequence:

…removes a means of discipline from the school, removing order
[from school], obviously disturbs students who come to the school
with purpose. And, the students without purpose behave in a lordly
manner (FGI, p. 30 ver).
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He also said:

…as a result, [the system] hasn’t functioned well. So, like ghost
students, there are their desks, but [they] come to school about once
a week suddenly, then, have gone suddenly, for instance. [Now,]
there are some students who behave like this (FGI, p. 39 ver).

Similarly, Oshiro noted that:

…students taking a leave of absence from school were rapidly
increasing… (FGI, p. 32 ver).

Arakaki also talked about this issue in relation to the purpose of senior high school
education. His comment was summarised as follows:

Senior high school education previously made students follow rules
properly and allowed them to drop out of school and work in society
if they chose not to study. I think that this is what real senior high
school education should be like. Recently, however, I think that the
role of senior high school has been misinterpreted as a place where
everyone should be able to enter and complete an education (FGI, p.
6 sum).

These comments from Arakaki and Oshiro show that teachers face difficulties in guiding
students not only due to the frequent change of school policy but also because of the
difficulties they see with the policy which does not include expulsion in the system of
student guidance. Through their experience with reversed policies in this regard, both of
them agreed that a system of student guidance should include an expulsion rule in its last
stage. In addition, a need for the provision of continuous consultation in the process was
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noted by Oshiro:

Ultimately, should a student be expelled, students should receive
guidance through having constant consultations before they leave
(FGI, p. 7 sum).

According to Arakaki in the focus group interview, public senior high school teachers in
Okinawa usually rotate every ‘five years’ (FGI, p. 29 ver). Since principals rotate every
two years, the teachers can work with three different principals and policies during their
five years at the same school. This frequent change may confuse not only the teachers but
also the students who are guided by these changing policies. As stated, since the teachers
are in a ‘more difficult educational era’ (FGI, p. 6 sum), the current rotation of principals
may become an even bigger problem for teachers who would like to see more support and
guidance in place for their students.

4.4.2.2 Revision in regulations regarding a requirement for students to repeat a
year and its influence on students’ behaviour
Another issue which came up in the focus group interview was a revision of public senior
high schools in Okinawa Prefecture with a rule regarding a requirement for students to
repeat a year. Three participants’ comments suggest that this revision also removed a
means of discipline from ‘challenging’ schools and brought more difficulties to teachers
in guiding students.

This change was made in 2003 in order to make the approval flexible for the completion
of each year’s curriculum, which is consistent with the official guidelines for school
teaching (OPBE, 2003; Pers. comm. Dept. of Prefectural School Education (DPSE)
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19/6/2012). Before this amendment was implemented, students who failed a certain
number of subjects had to repeat a year, and the number of failed subjects for the
condition was decided by each senior high school (e.g., 4 subjects for 12 credits) (Pers.
comm. DPSE 19/6/2012). After the revision was made, as long as meeting the attendance
requirement for each subject, which is two thirds of the total, students who fail subjects
usually move up to the next year (Pers. comm. DPSE 19/6/2012). These students are
expected to acquire the credits for the failed subjects within the duration required for
completing study at senior high schools (Pers. comm. DPSE 19/6/2012).

As stated, in addition to this revision, Arakaki’s school operated without having
expulsion as part of their system of student guidance. Under these circumstances, Arakaki
described his school in the following way:

...there is no requirement for students to repeat a year, in the current
system...[and also they] will not be expelled from school whatever
they do. This situation is ... for them [students], school is a very
comfortable place. And, parents don’t complain whether [their
children] are sleeping or awake as long as they go to school… now,
such a vicious cycle exists among schools like mine....
For them, school is a place to play. Not to learn (FGI, p. 30 ver).

Higa also noted the consequence of this revision in her individual interview. Her
comment was summarised as follows:

I would like to have an adviser who specialized in academic support
for students. Recently, the number of students whose credits are on
hold has been increasing since the system for moving up to the next
grade was revised. In Okinawa Prefecture, in the previous system, if
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students failed in more than four subjects (12 credits), those students
had to repeat the full year. However, the system was revised and
every student moves up to the next grade. As a result, in their third
year [final year] some students’ credits are on hold for more than 10
subjects. Consequently, some students cannot graduate or have to
keep taking supplementary examinations. Those students have a
difficult time to manage their study (Higa, p. 7 sum).

In the focus group interview, Isa talked about the current situation of senior high schools
regarding this issue. Arakaki frequently showed his agreement with her comment. Her
comment was summarised in the following way:

Due to the practice of additional recruitment of senior high school
students and the abolition of the requirement for students to repeat a
year, now, I think there is a situation that “the schools at the bottom”
have become more “challenging” and the admission to “the good
schools” has become more difficult. In addition, these “good
schools” have a monopoly of “good students” (FGI, p. 7 sum).

These comments can indicate that the revision in a regulation in relation to requiring
students to repeat a year has removed a means of discipline for students. In situations
where students can continue to progress, regardless of whether or not they pass their
subjects, it appears that teachers at least believe the result is a reduction in the amount of
control that schools can exert.

4.5 Theme Four: Suggestions for relevant support for teachers to
promote the emotional well-being of their students
The data under Theme Four provide recommendations for addressing the difficulties and
challenges that teachers believe they experience in promoting the emotional well-being.
Three types of support are explained: trained school counsellors as regular members of
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staff, counsellors and support groups for teachers, and a standardised system for student
guidance. Table 4.4 shows the categories that emerged from the focus group and
individual interviews under Theme Four:

Table 4.4 Category list for Theme Four
Category list for Theme Four (the focus group and individual interviews)
Theme Four: Suggestions for relevant support for teachers to promote the emotional
well-being of their students
 Trained school counsellors as regular members of staff
 Counsellors and support groups for teachers
 A standardised system for student guidance

4.5.1

Trained school counsellors as regular members of staff

Under Theme Three, the issues related to counselling and school counsellor were
considered. In this section, the nature of the support suggested in order to cope with the
challenge is described. Having a school counsellor as a regular staff member was
discussed in Higa’s and Arakaki’s individual interviews and the focus group interview. In
the focus group interview, the regular employment pattern of school counsellors as well
as their capability of conducting the job was discussed. The following is a summary of the
focus group interview in relation to support needed at school:

If we are really serious about supporting students’ learning,
specialists for both academic and psychological support are needed.
We would like a school counsellor who actually has skills and
experience as a counsellor (i.e. who is actually trained and capable
for this job) so that students and teachers can come to the counsellor
to talk. We also would like a counsellor to stay at the school as a
full-time regular staff member (FGI, p. 4 sum).
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The comments suggest that having trained school counsellors as regular members of staff
can be a key help for students and teachers in order to support students’ learning.

4.5.2

Counsellors and support groups for teachers

The need for a person similar to a counsellor that is, someone trustworthy and
non-judgemental who can understand teachers’ situation, was also discussed. Suggestions
included counselling or a teacher support group were made by Isa, Kyan and Oshiro in
their individual interviews. Isa said:

It would be very helpful to have someone who is not a principal or
vice-principal, who could listen to teachers’ issues and support
teachers. The person is like a counsellor. If a school counsellor, he or
she should be qualified as a counsellor (Isa, p. 7 sum).

Similarly Kyan noted:

I believe it will be helpful for teachers if there is someone who
counsels them. [The person can be] another fellow teacher. I think it
is useful to have a place where teachers can bring their
troubles/worries. This should be organised. It is probably a good
idea to make the organisation be independent and away from the
prefectural board of education (Kyan, p. 13 sum).

The comments of Isa and Kyan suggest that it is helpful for teachers to talk openly to
someone about their issues at school without feeling judged or evaluated. In order to cope
with difficulties in relating to students, Oshiro noted that the following support may be
useful:
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Support group for teachers (Oshiro, pp. 13-14 sum).

Counselling for teachers which not only supports teachers’ mental
[health], but also provides skills for them (Oshiro, pp. 13-14 sum).

Oshiro’s remarks indicate that joining a support group and having skills of counselling are
beneficial for teachers in order to help themselves in facing challenges at school.

4.5.3

A standardised system for student guidance

As stated under Theme Three in the focus group interview, the participants discussed the
difficult situations brought about by frequent changes to the policy of student guidance,
changes which occur due to the rotation of principals every two years. In order to solve
this, the participants in the focus group expressed the need for a standardised system for
student guidance:

Currently, a system of student guidance is developed by each school.
Actually, the system should be standardised within the prefecture so
that the system will not be adversely affected by changing principals’
policies or temporary/short-lived ideas of other key persons in
establishing the systems (FGI, pp. 7-8 sum).

In addition, it was agreed among the focus group participants that the standardised system
for student guidance needs to be based on research. They recommended the participation
of university lecturers and student teachers:

It is hoped that both university lecturers and student teachers
involved in teacher education will actively research “student
guidance.” Then, it is also hoped that an example of a system for
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student guidance will be established based on the results of this
research. Therefore, it is strongly recommended that student
guidance should be managed under evidence-based research rather
than being influenced by each school principal’s ideas. Moreover,
research results giving recommendations should be made available
to the Prefectural Board of Education (FGI, p. 8 sum).

Therefore, it was hoped that the provision of a research based standardised system for
student guidance for all public senior high schools in the prefecture would bring order and
enhance the effectiveness of teachers’ guidance.

4.6 Theme Five: Teachers’ PTE: perceptions of content and quality and
how this may inform them in terms of encouraging the emotional
well-being of their students
Theme Five consists of two parts: teachers’ perceptions of the content and quality of their
PTE and recommendations for the PTE. These recommendations were made based on
their experience with PTE and at schools. Table 4.5 presents the categories that emerged
from the focus group and individual interviews under Theme Five.
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Table 4.5 Category list for Theme Five
Category list for Theme Five (the focus group and individual interviews)
Theme Five: Teachers’ PTE: perceptions of content and quality and how this may
inform them in terms of encouraging the emotional well-being of their students


Teachers’ perceptions of the content and quality of their pre-service teacher
education (PTE)




Focus of PTE

 Lack of experiential learning for ‘non-subject teaching’ duties
 Lecturers’ lack of experience at the job sites
Recommendations for the PTE




Counselling and communication skills for developing relationships
Experiential learning for ‘non-subject teaching’ duties
Special needs education

4.6.1
Teachers’ perceptions of the content and quality of their pre-service
teacher education (PTE)
The participants’ perceptions of the content and quality of their PTE were discussed under
the following categories: focus of PTE, lack of experiential learning for ‘non-subject
teaching’ duties, and lecturers’ lack of experience at the job sites. The participants’
comments indicate that they had difficulty in linking what they learnt in PTE and the
actual school situations. For example, Uechi said:

From my experience, I feel that there is a great distance between the
[reality of] “job sites” and the pre-service teacher education.
Although pre-service teacher education is good because it provides
student teachers with the basic knowledge, helps them understand it
… and so on, I think pre-service teacher education will be balanced if
it includes more about “the job sites.” Now, the length of the
practicum is two weeks and a few more days. However, it takes about
two years [for student teachers] to complete the pre-service teacher
education. After all, the majority of the pre-service teacher education
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is studying at the desk. Instead, I think it is better to visit and observe
schools and know “the job sites.” While it is OK to go to see “good
schools,” visiting and supporting “challenging schools” [in relation
to student guidance or the academic performance] can be quite a
useful learning experience (Uechi, p. 21 sum).

4.6.1.1 Focus of PTE
The participants’ perceptions of the focus of PTE may have influenced their
understanding of the roles of teachers (see 4.2.4 and 4.2.5). The participants’ comments
indicate that the focus of their PTE was on ‘higher level of schools’ (Uechi, p. 8 sum),
theoretical and the subject teaching duty. Uechi highlighted a lack of attention in PTE for
schools which face challenges in student guidance and students’ academic performance.

Although lectures at the university in the pre-service education
provide the ideal image, and what [school education] should be like,
I don’t think the lectures target schools where teachers find very
difficult to guide students [due to their behavioural issues] and
where students’ academic ability is low. Since each student’s rate of
development differs, it is useful to teach student teachers the reality
of those schools… (Uechi, p. 10 sum).

He described different types of schools and a need to equip student teachers for those
‘challenging’ schools.

For example, according to students’ levels, there are schools where
students are just expected to sit at the desk and take notes of what is
written on the blackboard. On the other hand, there are other schools
where teachers have to give lessons by following official curriculum
guidelines. I think we probably aim for this situation, but there are
schools which cannot follow. I think some approaches for these
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schools should be taught to student teachers because we do not know
what kinds of schools they will work if they teach at public schools
(Uechi, p. 11 sum).

He also gave an example about schools where students have not developed basic living
habits.

There are schools where students have not established basic living
habits. There are students who work part-time until late at night,
sleep during the class, and do not wake up even when a teacher tries
to wake them up. I think this kind of helpless situation should be
explained in pre-service teacher education (Uechi, p. 11 sum).

Thus, Uechi emphasised the need for inclusion about the real situations of ‘challenging’
schools in PTE. In addition, the participants’ comments indicate that their PTE was
focused on theory. In the focus group interview Oshiro said:

In terms of teacher training theory and application, opportunities for
practice are greatly limited in the subjects of the teacher education
program (FGI, p. 1 sum).

Uechi also noted the theory focused PTE, and recommended PTE teach about real or
authentic school situations:

I think pre-service teacher education was overly theoretical. The
knowledge and theories are important and necessary. I can find
useful things from what I learnt in the Psychology class, for instance
the “Egogram.” It can be used for homeroom class students. What I
learnt in pre-service education can be utilised. However, in reality,
there are many students who do not answer this kind of questionnaire
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seriously. Then, [teachers] cannot know the actual situation. Even
for these students, utilising questionnaires may not be totally useless.
This is one of the approaches. For these students, however, before
using questionnaires, I think some other things should be done. For
example, listening to them, understanding their situations, making
an effort for doing these things, and involving their friends in order
to communicate with them. I am not sure, but there are various ways.
In reality, teachers have to try different sorts of ways in order to
communicate with students. I think it is useful to inform student
teachers of real situation in detail (Uechi, pp. 11-12 sum).
….

I think it is helpful to include at least one subject in which to teach
about real school situations in pre-service teacher education
because probably half of the schools are similar [“challenging”]
schools (Uechi, p. 12 sum).

Four participants noted that the emphasis in their practicum and/or overall PTE was on
subject teaching. From the perspective of the practicum, Uechi recommended an
inclusion of social and emotional areas in the practicum or other subjects in PTE:

… the main part of the current practicum is teaching subject(s).
Frankly speaking, ultimately, the most important thing in practicum
is teaching plans, isn’t it? Of course it is important to have skills of
teaching subjects. However, in addition to this, I think it is better to
include one more thing that provides [student teachers]
opportunities to learn about the area of ‘ningenkyoiku’ (including
how to communicate with others, equipping students with good
manners and a sense of gratitude and kindness, and moral education
(Uechi, p. 16 sum)) I don’t know it is better to include it in the
practicum or other teacher education related subjects (Uechi, p. 23
sum).
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Kyan and Higa talked about the centre of attention in their PTE by considering their
actual duties at schools:

How to teach the subject was the main part of pre-service teacher
education. However, the real job of a teacher requires more than
teaching a particular subject. Including the practicum, the focus of ...
education in pre-service teacher education was how to teach the
content of the text book (Kyan, p. 4 sum).

Higa said:

I thought subject teaching was the main [duty of teachers] when I
was taking pre-service education. However, I found that the
workload for other “non-teaching” duties is actually bigger [than
subject teaching duty] at schools. I think it will be very helpful if
pre-service education can include more lectures and practicum for
other “non-teaching” duties. I think pre-service education can
provide student teachers with similar school situations if it can
include simulation practices and workshops (opportunities to
experience) on how to communicate, how to conduct lifestyle
guidance and student guidance (Higa, pp. 3-4 sum).

Some participants clearly stated that they perceived the major part of the practicum and/or
overall PTE was about subject teaching. Higa recommended the inclusion of more
lecturers and practicum in addition to the subject teaching duty of teachers. She also
noted that the incorporation of experiential practices in teachers’ ‘non-subject teaching’
duties can offer more of a taste of reality to student teachers.
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4.6.1.2 Lack of experiential learning for ‘non-subject teaching’ duties
As a common wish, the inclusion of experiential learning for ‘non-subject teaching’
duties in the past PTE was noted by the participants. In the focus group interview Isa said:

Except for subject teaching, I did not receive any hands-on training
at all utilising such activities as simulation practice (in homeroom
management/etc), and went to the practicum and experienced them
for the first time “on the job” after becoming a teacher (FGI, p. 1
sum).

Similarly in the individual interview, Kyan said:

… I did not have a chance to learn specifically about lifestyle
guidance, guidance for homeroom class students, counselling,
administrative work and so on. I learnt all of these “non-subject
teaching” duties at “the job site” as a substitute teacher. … I lacked
the knowledge of other “non-subject teaching” duties (Kyan, pp. 3-4
sum).

Thus, it appears that the subjects in the PTE regarding ‘non-subject teaching’ duties (e.g.,
‘guidance for homeroom class students’ and ‘counselling’ (Kyan, p. 3 sum)) were limited
in terms of experiential learning. Such duties seem to be closely related to supporting
students’ emotional stability and social development. These subjects may actually play a
major role in equipping student teachers with the knowledge and skills for enhancing
students’ social and emotional development. This weakness of the PTE may have
influenced the participants’ perceptions of the role of teachers as well as their readiness
for providing guidance to students. The participants’ comments suggest that offering
more hands-on training in ‘non-subject teaching’ duties may supply a more effective
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balance in the content of the PTE, and therefore better equip student teachers for the roles
demanded in and outside the classroom.

4.6.1.3 Lecturers’ lack of experience at the job sites
In relation to the limited opportunities for application in the PTE, Oshiro said in the focus
group interview:

Educational psychology… lecturers cannot image how it can be
applied to real practice at ‘job sites’ because they haven’t
experienced by themselves. ………university lecturers don’t know the
‘job sites’. ………………. Probably, this is their weakness (FGI, pp.
6-7 ver).

After having a discussion among the focus group participants, the following
recommendation was made for university lecturers:

University lecturers who teach any subjects in pre-service education
should have a practicum(s) both at ‘good’ and ‘challenging’ schools.
(Good schools means in the sense of easy to hold a class and having
fewer students who do not follow school rules. Challenging schools
means opposite of good schools.) (FGI, p. 3 sum)

Thus, the participants’ comments may suggest that university lecturers’ missing hands-on
experience at the ‘job sites’ has influenced their lecture styles in the PTE. It appears that
the participants thought it was useful for them to have experience at ‘good’ as well as
‘challenging’ schools where their students will work.
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4.6.2

Recommendations for the PTE

The participants provided not only their opinions about their PTE but also how to
improve its weaknesses. The participants would like to see PTE which includes
knowledge and skills of counselling and/or communication, hands-on learning for
‘non-subject teaching’ duties, and/or special needs education. Arakaki’s following
comment seems to cover these suggested areas:

I wish counselling and special needs education could be included in
pre-service teacher education. I would like university students who
become future teachers to equip themselves with [knowledge and
skills in] these areas. I believe these fields will be necessary from
now on. In addition, I would like the “non-teaching” duties of
teachers to be included. (Teachers duties include homeroom
management and other “non-teaching” duties …) (Arakaki, p. 14
sum)

4.6.2.1 Counselling and communication skills for developing relationships
It was a common suggestion among the participants that student teachers need to learn
counselling and/or communication skills in their PTE.

Teachers need communication skills to manage and guide both
individuals and groups of students. However, pre-service education
did not provide these skills (FGI, p. 1 sum).

I wish the pre-service education included educational psychology
which incorporates a counselling approach, and includes workshops
and something that I can actually use. I wish to be taught how to
build a sound relationship with students (Isa, p. 3 sum).
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I believe that it is necessary [for student teachers] to learn how to
build relationships, how to relate to and communicate with people
(Isa, p. 3 sum).

In addition to learn how to teach subjects, I think student teachers
should learn how to deal with emotional matters. Because teaching
involves interactions between people, I think student teachers should
learn about communication and relationships (Higa, p. 4 sum).

I think it is effective to include techniques for a group approach as
concrete practical skills in pre-service teacher education (e.g., the
Structured Group Encounter (SGE) and social skills). Skills for
group approach include the ways that teachers can use to
communicate with students as a group. In addition, it means “psycho
education” that is to teach students how to develop peer
relationships and social skills. These skills are useful in classes such
as comprehensive learning, career education, moral training and
Long Homeroom (time for homeroom class activities) (Oshiro, p. 6
sum).

I think student teachers need to learn in pre-service teacher
education theories and techniques of counselling which contribute to
both dealing with students and their own mental health (Oshiro, p. 7
sum).

The participants’ comments suggest that the areas of counselling and communication,
which may have not been emphasised in their PTE, are important for a teaching career. In
addition, Oshiro’s comment suggests that communication skills for a group approach are
useful for the ‘non-subject teaching’ duties of teachers. His comment also indicates the
importance of teaching ‘concrete practical skills’ to student teachers. Moreover, he
recommended that student teachers should learn counselling skills not only for
communicating with students but also for their own mental health.
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4.6.2.2 Experiential learning for ‘non-subject teaching’ duties
As a common wish, the participants want student teachers to know what ‘actual’ teachers’
duties involve apart from subject teaching.

I wanted the pre-service teacher education to include other duties of
teachers apart from teaching subjects. I think it will be useful for
student teachers to have opportunities to know about teachers’ daily
and long term schedules so that they can know what teachers
actually do (Kyan, p. 3 sum).

In addition, most participants recommend the inclusion of experiential learning for these
‘non-subject teaching’ duties: ‘We want hands-on learning to be included’ (FGI, p. 1 sum).
For example, some teachers recommended learning these duties through observing
teachers at the ‘job sites’:

Job shadowing (e.g., observing a teacher very closely for a whole
day.) (FGI, p. 1 sum)

Increase the number of opportunities for student teacher
observations of teachers’ performance in Short and Long Homeroom
Classes (FGI, p. 1 sum).

Two participants recommended PTE provides student teachers with a longer practicum.
For example, Higa said:

I think it is better to make the practicum like a half year internship
(Higa, p. 3 sum).
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Similarly, Uechi noted:

I would like student teachers to see the “job sites.” A picture is worth
a thousand words. For instance, [the pre-service teacher education
can provide student teachers with] a longer practicum [at one school
only], or a practicum of two weeks, each at two different schools.
There are many things that cannot be learnt without coming to the
“job sites” (Uechi, p. 20 sum).

Uechi’s comment may show that he has an idea of not only making the practicum longer
but also providing student teachers with opportunities to see different schools.
Moreover, an interesting point to note is that Uechi, a non-focus group participant, as well
as participants in the focus group made similar comments concerning student guidance in
PTE. Uechi said:

In pre-service teacher education, I think it is useful to teach the real
situations of schools where it is hard to manage “student guidance”.
In addition, I think it is helpful to include approaches for and how to
deal with those schools. For example, I think it is useful to show
[student teachers] the lessons of those schools or to let [them]
actually visit those schools and observe [the lessons]. I think it is
valuable to invite a teacher(s) from those schools to the university as
a lecturer(s) and show student teachers how this teacher teaches at
his or her school. I am not sure, but I think [student teachers] can get
a real feeling [of those schools] (Uechi, p. 10 sum).

Thus, Uechi thought that in PTE, it is helpful to teach student teachers the reality of
‘challenging schools’ in terms of student guidance, and to equip them with actual
strategies to cope with those schools. In order to achieve this, he also gave suggestions,
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which included: PTE provides opportunities for student teachers to observe lessons of
those schools by visiting them and inviting a teacher(s) from those schools. It can be seen
that Uechi’s view is affirmed by the focus group’s comments. The discussion was
summarised as follows:

Allow student teachers experiences in different types of schools by
utilising QU, which is a scale that enables school categorisation in
terms of student satisfaction (FGI, p. 2 sum).

School challenges can include problems related to holding a class,
student guidance, school non-attendance/truancy/refusing to go to
school, and bullying. The following steps are therefore recommended
before student teachers learn about such issues through hands-on
experience:

1) Categorise schools according to the types of issues/problems/
challenges.
2) Gather teachers from each of the above school groups and allow
student teachers to listen to their school situations. Student
teachers have opportunities to study/learn about the issues and
difficulties that teachers face at school in pre-service education
program beforehand.
3) Then, encourage student teachers to think of and discuss
strategies on how to give a lesson at those kinds of schools.
4) Actual practice - student teachers teach at schools after
experiencing 1 to 3 above.
5) Return to university and research further based on what was
learned in practice. (FGI, p. 2 sum)

Oshiro said: ‘If this kind of process is continuously provided to student teachers, I believe
they will become extremely effective teachers’ (FGI, p. 2 sum). Furthermore, the focus
group recommended PTE includes:
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… [learning] in a hands-on form for ‘challenging schools’ in terms of
what sort of guidance with what kind of system [for student
guidance] leads to improvements in these schools as a whole (FGI, p.
2 sum).

The participants’ comments show that they strongly recommend the incorporation of
experiential learning for ‘non-subject teaching’ duties such as student guidance in PTE.
This reflects what the participants perceived to be useful about professional learning,
which is presented under Theme Two (4.3.6).

4.6.2.3 Special needs education
Two participants made comments on current school situations in relation to special needs
education. Uechi described his former school, which was struggling with this issue, and
Arakaki recommended PTE include special needs education due to noticing
misunderstandings among his colleagues in this area. The comments by Uechi and
Arakaki seem to reveal the need to equip both student and current teachers with
knowledge and skills to handle students with a developmental disability(ies). Uechi said:

At the previous school, there were many training sessions about
developmental disabilities. Counsellor(s) and so on were invited as
lecturers. Now, students who seem to have mental retardation and
who seem to be suitable to go to a school for mentally retarded
persons come to general senior high schools to study. Senior high
schools which do not meet their intake quotas even take students
who do not have sufficient marks for the senior high school entrance
exam. After taking these students, schools will find out that these
students’ hand writings are difficult to read and/or these students
cannot transcribe by hand. The previous school took these kinds of
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students and was having difficult time. There were many training
sessions for handling these students at the school (Uechi, p. 31 sum).

Similarly, Arakaki described the recent senior high school situation as:

I would like pre-service teacher education to include special needs
education. The number of students whose emotion is unstable is
increasing. Now, many students who are with hyperactivity and slight
mental retardation have started to enter general senior high schools.
…
It is … said that there are many students who are with these [e.g.,
ADHD or Asperger syndrome] and schools have to study measures to
cope with the situation (Arakaki, p. 15 sum).

He also talked about the limited knowledge of teachers in special needs education and
suggested PTE to include this field:

Actually, teachers do not know the indications of children with
Asperger, autism, and ADHD. Therefore, without having a parents’
explanation of a diagnosis, [teachers] can make short work with
children who just walk around [in the classroom] as having ADHD
(Arakaki, p. 17 sum).

He continued:

After took part in a special needs education training session, I shared
the information to my colleagues. Then, I found out that many
teachers misunderstood [about special needs education related
information]. Teachers should know the information. After becoming
teachers, we usually do not study until we are involved in the post.
Without making such a system, which allows student teachers to
study how to recognise the manifestations of a child with ADHD, for
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example, what sorts of continuous behaviours and with what kinds of
actions in what kinds of situations, [teachers] misunderstand
students (Arakaki, p. 17 sum).

Therefore, PTE was expected to equip student teachers with practical knowledge which
would help them to recognise the signs of students with a developmental disability(ies).

4.7 Conclusion
This chapter addressed the research questions and presented the findings of this study.
The results show that the participants’ perceptions of the role of teachers comprise subject
teaching as well as other ‘non-subject teaching’ roles, including promoting the emotional
well-being of their students. The participants’ comments indicate that they comprehend
the teachers’ role as supporting students holistically. However, this study also found that
for most participants, understanding of the role was limited to mostly teaching a
particular subject prior to beginning their teaching careers. The lack of experiential
learning for ‘non-subject teaching’ duties in their PTE appears to be the major cause. This
study suggests that building relationships with students and supporting peer relationships
among students are important roles for teachers not only to support the emotional
well-being but also the academic performance of students. Importantly, this study
suggests that equipping pre-service teachers and in-service teachers with some of the
skills involved in counselling and communication can support them in their positions as
educators.
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Chapter 5 DISCUSSION

5.1 Introduction
This thesis has explored the perceptions that Japanese senior high school teachers have of
the role of teachers in promoting the emotional well-being of their students. The object of
the study was to respond to three research questions.

The overarching question leading the study was: How do senior high school teachers in
Japan understand the role of teachers in promoting the emotional well-being of their
students?

The two sub-questions that contributed to answering this central question were as
follows:

Sub-question 1: What knowledge and skills do senior high school teachers in Japan
have with regard to their students’ emotional well-being?

Sub-question 2: How do senior high school teachers in Japan acquire the knowledge and
skills to encourage the emotional well-being of their students?

Individual interviews with the six participants as well as a focus group interview provided
a body of rich data for analysis that addresses these questions. In addition, two questions
that reflected Heidegger’s philosophy (Spinelli, 1989), guided and deepened the
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interpretation of the texts drawn from the interviews. These questions were ‘What does
it mean to be a teacher?’ and ‘What is the role of teachers?’ These questions helped the
researcher to developed the five themes from the texts and analyse the ‘essence’ of the
participants’ experience as Japanese senior high school teachers.

Based on this study, it appears that the ‘essence’ of being a senior high school teacher in
Japan means: supporting student development holistically by building relationships with
them and the people around them, including parents/guardians, colleagues, and school
counsellors. This responds to what van Manen (1990) regards as “the nature or essence of
the experience” (p. 10) and “the strongest pedagogic interpretation of a certain
phenomenon” (p. 151). This response is also a product of what Gadamer (1989) refers to
as a ‘fusion of horizons’ (Lawn, 2006). In other words, it can be seen as a “(negotiated)
agreement” among the researcher, the texts (interpretive transcriptions), and the relevant
academic literature (Lawn, 2006, p. 150).

In Chapter Three, the researcher’s prejudice or prior understanding of the phenomenon
explored was shown so that the participants’ voices can be presented appropriately
against the researcher’s (Gadamer, 1989) (3.5.1, 3.5.1.1). There are similarities and
differences between the researcher’s and the participants’ perceptions of the phenomenon.
The key similarities include recognising the role of teachers in promoting the emotional
well-being of students and experiencing changes in their perceptions of the teacher’s role
before and after teaching at schools. The most profound difference was the way the
researcher and participants looked at the role of teachers. Whereas the researcher saw
subject teaching and promoting emotional well-being separately, the participants viewed
these activities in an integrated manner, as supported by McLaughlin (2008), Kidger et al.
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(2010), and Lam and Hui (2010). As a result of conducting this study, the researcher’s
perspective has been shaped into a more incorporated manner.

The other major changes in the researcher’s perception owing to this research are
related to: the degree of influence of teachers to students and the way of looking at
teachers. These changes occurred because Gadamer’s six insights (1989) described in
Chapter 3 (3.4.6) were used in this research. While the researcher thought a teacher can
influence students, her idea of the degree of the impact varied according to the gender,
physical strength, age and time constraint (e.g., two to three hours contact per week)
(3.5.1) of the teacher. Through this study the researcher came to believe that regardless
of these factors, ‘a teacher’s influence on students can be great... Instead of these
elements, what matters the most to the degree is the student–teacher relationship as
supported by Arakaki (p. 18 sum, 4.3.2)’ (Excerpt from Retrospective Reflective Journal,
19/9/2013). This study reinforces the notion that the researcher has come to realise, the
importance of student–teacher relationships in guiding students (3.5.1.1).

This research has also helped the researcher to see teachers as ‘one body’, that ‘teachers
can be considered as ‘one’ if they can guide students based on shared values, and in this
situation, the impact they give on students can be powerful’ (Excerpt from Retrospective
Reflective Journal, 19/9/2013). This concept makes the researcher ‘feel less restricted
from time constraints and more optimistic about giving a positive influence from
teachers to students’ (Excerpt from Retrospective Reflective Journal, 19/9/2013). She
believes that ‘some of the participants’ comments (e.g., 4.4.2.1, 4.5.3) and the utilisation
of the notion of the hermeneutic circle in particular, have shaped this idea (3.4.6.4)’
(Excerpt from Retrospective Reflective Journal, 19/9/2013).
185

Key conditions for hermeneutic phenomenological text
In Chapters One and Three it was stated that one of the ways to ensure the validity of
this study is utilising “conditions for a dialogic textuality” which can be summarised as:
“texts [which] need to be oriented, strong, rich, and deep” (van Manen, 1990 p. 151) (1.6,
3.5.4). These four conditions were met in this study in the following ways:

(1) The text is oriented because the researcher explored the phenomenon and wrote this
thesis as an educator (van Manen, 1990). The research questions and the questions
(‘What does it mean to be a teacher?’ and ‘What is the role of teachers?’) guided this
study and showed that this research sought to examine “the nature of pedagogy” (van
Manen, 1990 p. 142) in a sense, while the textuality demonstrated how the researcher
“stand[s] pedagogically in life” (van Manen, 1990 p. 138).

(2) The text is strong because the researcher aimed for “the strongest pedagogic
interpretation of a certain phenomenon” (van Manen, 1990 p. 151) that was shown
earlier as the ‘essence’ in the introduction of this chapter. The researcher’s orientation,
which includes her prior understanding of the phenomenon, worked as a resource to
produce this understanding (van Manen, 1990).

(3) The text is rich because it investigated the phenomenon “in all its experiential
ramifications” (van Manen, 1990 p. 152). Utilising the notion of “the hermeneutic
circle” (Lawn, 2006 p. 150) helped the process (3.4.6.4). The results were organised by
categories and themes in Chapter Four and are discussed in this chapter. The stories and
anecdotes presented in Chapters Three or Four contribute to the “dialogic textuality” (p.
186

151) of the text because they can engross readers in a way that expects them to respond
them (van Manen, 1990) (e.g., 3.5.1, 3.5.1.1, FGI, p. 4 sum, Oshiro, p. 11 sum in 4.2.1,
Uechi, pp. 28-29 sum in 4.3.5). Richness was also demonstrated by providing the
‘essence’ of the phenomenon, which is beyond the participants’ “immediate experience”
(van Manen, 1990 p. 152).

(4) The text is deep because it contained rich descriptions which investigated “the
meaning structures beyond what is immediately experienced” (van Manen, 1990 p. 152).
As van Manen (1990) supports, utilising Gadamer’s notion of Bildung (1989) has helped
this exploration (3.4.6.1, 3.5.4). Chapter Four and this chapter in particular present the
depth.

This present study was conducted to create the possible key conditions for “any
phenomenological human science text” (van Manen, 1990 p. 151). This chapter
discusses the findings of this research and suggests some recommendations for improving
the system of student guidance, PTE, and school counsellor training that is currently used
in Japan.

5.2 Role of teachers
All six teachers who participated in this study believed that teachers play a role in
promoting the emotional well-being of their students. In line with findings from previous
research (Kidger et al. 2010; Lam & Hui, 2010), the participants recognised teachers’
roles not only as teachers of a particular subject but also as supporters for the
development of their students’ emotional and social realms. As acknowledged by Ura
(2002a) and Tatar (2009), the participants understood that Japanese teachers undertake
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various responsibilities such as ‘subject guidance (teaching), student guidance, club
activity guidance and academic and career counselling’ (Arakaki, p. 3 sum). It is argued
that the goals of student guidance, which is one of these roles, show that all Japanese
teachers are officially expected to promote students’ emotional well-being across the
whole educational activities (e.g., fostering students’ character development and
sociability/social skills throughout the whole educational activities) (MEXT, 2010).

Similar to the results in a study by Lam and Hui (2010), the data from this study suggest
that the participants view the role of teachers in supporting students holistically, that is,
promoting their intellectual, social, emotional, civil and moral development (4.2.1). This
reflects the aims (MEXT, n.d.b) and objectives (MEXT, 2008) in the Basic Act on
Education (2006). For example, “aim for the full development of personality” and “strive
to nurture the citizens, sound in mind and body” are written in the aims (MEXT, n.d.b);
and “cultivate a rich sensibility and sense of morality” is included in the objectives of
education (MEXT, 2008). Thus, this study indicates that the perceived role of the
participants and the expected role of teachers from the Japanese government are quite
similar (4.2.1).

However, this study also revealed that there were shifts in the four participants’
perceptions of the role of teachers before and after teaching at schools. When the
participants in the focus group were student teachers, they perceived that the teacher’s
role was mostly to teach a particular subject. For example, on reflection in the focus
group, one participant said, ‘… there must be many people [teachers] who realise [the
roles or duties except for subject teaching] after getting into the ‘job sites’’ (FGI, pp.
10-11 ver). The other focus group participant noted that she recognised students’
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emotional needs after she taught at school (4.2.4).

Student guidance is regarded as an important function for achieving the goals of school
education, and as having a significant value for school education alongside academic
guidance (MEXT, 2010). One participant said that she did not receive sufficient
knowledge about teachers’ ‘non-subject teaching’ duties such as this in her PTE (4.6.1.2).

Thus, this study indicates that although the training provided during PTE made the
participants aware of the role of subject teaching, it did not help them to realise the other
responsibilities that teachers have to undertake. It appears that the gap in the participants’
perceptions before and after gaining teaching experience is not a tiny one. It seems logical
to assume that the gap can negatively influence a student teacher’s readiness to teach at
school. In fact, while all participants believed in the importance of the role of teachers in
promoting the emotional stability of students, one participant doubted whether other
teachers would agree with this role (4.2.5). Consequently, this study suggests that the
focus and methods of providing PTE in Japan need to be improved.

5.3 Recommendations
This study recommends that PTE should include content related to counselling and
communication, experiential learning for ‘non-subject teaching’ duties which include
student guidance, and special needs education. The importance of developing knowledge
and skills in these areas for teachers, especially student guidance and counselling is
shown in the work by Nakamura et al. (2012). The majority of participants in the present
study suggest that student teachers should know what the duties of practicing teachers
involve apart from subject teaching.
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In addition, the important key message from the participants was to include ‘hands-on
learning’ in PTE: ‘We want hands-on learning to be included.’ (FGI, p. 1 sum) and for
connections to be made between PTE and ‘job sites’. Uechi, a participant of this study,
noted: ‘From my experience, I feel that there is a great distance between the [reality of]
“job sites” and the pre-service teacher education’ (Uechi, p. 21 sum). He thought that
‘pre-service teacher education will be balanced if it includes more about “the job sites”’
(Uechi, p. 21 sum). Recommendations for the three areas to be incorporated in PTE will
be discussed in turn.

5.3.1

High level communication skills for developing relationships

This study indicates that it is important for teachers to equip themselves with both
individual and group approaches to communication which help them to guide students
individually and as a group. Consequently, this study also suggests PTE provide
opportunities for student teachers to develop these skills. This recommendation is
supported by other authors (e.g., Johnson & Roellke, 1999; Simonds et al., 2008). For
example, Simonds et al. (2008) note that the provision of communication skills training to
pre-service teachers is necessary in order for them to fulfil “the day-to-day functioning of
teachers” (p. 56). In addition, Johnson and Roellke (1999) hold the idea from the
perspective of helping students’ communication with others. Although the Japanese
government (MEXT, 2010) seems to recognise the significance of individual and group
approaches to communication for guiding students, this study found that the participants
in the focus group interview did not perceive these as being emphasised in their PTE
(4.6.2.1).
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This study also revealed that some participants equipped themselves with the knowledge
and skills involved in communication and building relationships by attending counselling
and psychology related training sessions, workshops or seminars and through becoming
members of relevant associations such as, the Educational Counsellor Association (4.3.3).
For example, one participant said that she had been participating in counselling training
sessions and psychology classes over the last three or four years, and this made her
gradually understand ‘the importance of listening to students carefully’ (Higa, p. 1 sum).
She realised the value mainly through these seminars, not by her pre-service education
(Higa, p. 1 sum).

Indeed, the usefulness of knowledge and/or skills of counselling and psychology for
teachers is supported by others. A number of authors indicate the effectiveness of these
skills in guiding students (e.g., Hui, 2002; McGuiness, 1998; MEXT, 2010; Nakamura et
al., 2012). For example, Hui (2002) states that teachers may utilise “counselling skills in
guiding and interacting with students” (p. 64). McGuiness (1998) also notes that:
“Pastoral care and personal and social education require all teachers to have basic
counseling skills …” (p. ix). Moreover, the fields of professional learning, which are
particularly preferred by Japanese senior high school teachers who work in the same
prefecture of this study, include counselling and psychology (Nakamura et al., 2012). The
Japanese government (MEXT, 2010) further supports the importance of teachers learning
theory and practice in the area of psychology in order to undertake student guidance and
educational counselling. In a similar vein, this study suggests that obtaining knowledge
and skills of counselling and psychology can help teachers to communicate with, and
understand students, in ways which may support teachers in providing proper guidance to
students and in managing classes for students’ academic learning. For example, one of the
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participants learnt the importance of attentive or active listening by attending psychology
classes and counselling training sessions. In regard to the significance of listening to
students and the provision of proper guidance, she stated:

I consider it very important to listen to students. I think I should
spend as much time as possible for listening to them. In order to
provide appropriate guidance, I believe I need to know the reasons
behind students’ behaviours or situations, for example, the reason
why a student is skipping classes (Higa, p. 1 sum).

In addition, from the perspective of supporting students’ academic learning, the same
participant noted the usefulness of gaining communication skills:

If I only focus on subject teaching, students do not behave well and I
cannot handle them. In order to teach a subject properly, I believe
that a knowledge of coaching and communication is necessary
(Higa, pp. 6-7 sum).

Similarly, it is stated that in the context of teaching and learning, communication plays a
significant role in the classroom since exchange of knowledge occurs between one
individual and another and from one group to another (Shukri, 1997 cited in Majid et al.,
2010 p. 565).

Moreover, as others (e.g., Goleman, 2004; McLaughlin, 2008; Nakamura et al., 2012;
Rogers, 1983) see the value of relationships between students and teachers, this study
found that relationship-building is another area which half of the participants recommend
that student teachers learn. Research suggests that Japanese senior high school teachers
are less likely to prefer a topic related to relationship-building than a topic such as
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academic and career counselling for their professional learning, however, it is popular
among primary and junior high school teachers (Nakamura et al., 2012). Higa, a
participant of this study, stated: ‘Because teaching involves interactions between people, I
think student teachers should learn about communication and relationships’ (Higa, p. 4
sum). A strong link between communication and relationships is noted by another author:
“Relating is communicating, and without communication there is no relationship”
(Hendrick, 1989 p. 15). Burleson et al. (2000) also suggest that communication can be
regarded as functioning “consequentially (in continually constituting a dynamic
relational culture)” as well as “strategically (in the service of individual intentions)” (p.
246). Furthermore, a connection between communication and counselling is important
because counselling skills enable the users (i.e., teachers) to communicate to those under
their care, in ways which leave them feeling secure (McGuiness, 1998).

Moreover, a link between counselling and relationships is observed in a description of
Structured Group Encounter (SGE). It is a form of counselling and can be defined as a
technique for developing relationships in preventive and developmental counselling
(Kokubu & Katano, 2001). SGE is also considered as an “educational technique”
(Kokubu & Katano, 2001 p. 1), which is recommended by the Japanese government for
teachers regarding their duties of educational counselling and student guidance (MEXT,
2010). Two of the participants also saw this as effective. Thus, it is argued that the
literature supports the strategies of some participants to equip themselves with a
knowledge of counselling for improving their communication skills and developing
relationships with students, and also promoting students’ peer relationships.

McLaughlin (2008), who recognises the significance of relationships, notes that the
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emotional well-being of young people is greatly tied up “in the process of inclusion,
teaching and learning, and community building in schools and classrooms” (p. 365). It is
indivisible from “the quality of the relationships” between teachers and students and
students’ peer relationships (McLaughlin, 2008 p. 365). She suggests that our efforts
should be located in these areas even though these are difficult to define and to engage
with (McLaughlin, 2008). The present study indicates that equipping student and
practicing teachers with knowledge and skills of counselling and communication is a way
to work on these areas. Thus, this study recommends PTE include knowledge and skills
particularly in counselling and communication, so that teachers can guide both
individuals and groups of students effectively.

Figure 5.1 shows the researcher’s interpretation of the participants’ comments regarding
counselling knowledge and skills, and their relationship to supporting students’ emotional
well-being and academic learning. The usefulness of counselling knowledge and skills
for teachers’ mental health is also included in the diagram as student teachers are
recommended to learn in PTE about ‘theories and techniques of counselling which
contribute to both dealing with students and their own mental health’ (Oshiro, p. 7 sum).
Figure 5.1 also demonstrates what Gadamer (1989) refers to as a ‘fusion of horizons’
(Lawn, 2006) which was produced by having ‘conversations’ between the researcher and
the texts (Gadamer, 1989; Hyde, 2005a) (3.4.6.6, 3.4.6.2).
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Figure 5.1 Supporting students’ emotional well-being and academic learning by
equipping teachers with counselling knowledge and skills
Excerpt from the researcher’s retrospective reflective journal 16/5/2012
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This study suggests that promoting students’ emotional well-being will also support their
academic learning. The focus group participants in this study can be seen as some of the
growing numbers of educationalists who have come to understand the social and
emotional effects on learning in the classroom as a basis for valuable education whereas
many PTE programs pay little attention to its significance (Elias et al., 1997). Two focus
group participants stated that supporting the social and/or emotional needs of students
works as a foundation for academic learning. One participant recommended the
following:

Student teachers need to learn about the ‘rules’ for socialisation and
‘relations’ for building relationships for both individual and group
support. It is this ‘rules’ and ‘relations’ [relationships] that is the
foundation for teaching subjects (FGI, p. 2 sum).

The idea that helping students to develop socially and emotionally will have a positive
influence on their academic learning is a view held by Zins, Bloodworth, Weissberg and
Walberg (2004). They believe social and emotional learning (SEL), which includes social
interaction skills such as communication (Payton et al., 2000), plays a significant role not
only in influencing nonacademic outcomes but also in enhancing children’s academic
performance and lifelong learning (Zins, Bloodworth, Weissberg & Walberg, 2004).
While they do not state the reverse influence from students’ academic results on their
emotional and social situations, one participant’s comment in the present study indicates
that doing well at school may contribute to students’ emotional stability. This interaction
between promoting the emotional well-being and enhancing the academic learning of
students may support the inseparable relationships of these areas noted by McLaughlin
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(2008).

5.3.2

Experiential learning for ‘non-subject teaching’ duties

The study by Lam and Hui (2010) recommends that PTE provide school guidance and
counselling as “a core subject rather than as an elective” (p. 231) so that new teachers will
be supported in obtaining the knowledge and practical skills they require. In order to
equip them with these skills and knowledge of the other ‘non-subject teaching’ duties
such as homeroom management, this study further suggests including experiential
learning in the lessons at the university (e.g., simulation practices, workshops, inviting
teachers as lecturers) and in the practicum (e.g., increasing observation opportunities,
visiting different types of schools). The results of this study indicate that although the
participants took subjects in their PTE regarding teachers’ ‘non-subject teaching’ duties
such as educational psychology, they could not link what they learnt in PTE with real
school situations. The major reasons appear to be: the focus on subject teaching duty and
lack of experiential learning for ‘non-subject teaching’ duties in their PTE. For example,
Higa, a participant of this study, said:

As I remember, [apart from the practicum], all subjects for
pre-service education were taught in [“top down”] lecture style.
Except for the practicum, most of the pre-service education has not
been useful in my work (Higa, p. 2 sum).

She also noted in relation to the emphasis in her PTE and how PTE can provide student
teachers with ‘similar school situations’:

I thought subject teaching was the main [duty of teachers] when I
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was taking pre-service education. However, I found that the
workload for other “non-teaching” duties is actually bigger [than
subject teaching duty] at schools. I think it will be very helpful if
pre-service education can include more lectures and practicum for
other “non-teaching” duties. I think pre-service education can
provide student teachers with similar school situations if it can
include simulation practices and workshops (opportunities to
experience) on how to communicate, how to conduct lifestyle
guidance and student guidance (Higa, pp. 3-4 sum).

The focus group came up with a systematic approach to prepare student teachers by
utilising experiential learning. This method aims at allowing student teachers to
experience different types of schools in terms of their problems facing (4.6.2.2).

The participants’ comments indicate that offering more experiential training for
‘non-subject teaching’ duties may make more relevance in terms of practice in these roles
and equip student teachers better. The importance of having a balance between lecture
type lessons and experiential learning can be seen in the findings of Nakamura et al.’s
study (2011; 2012). According to them, Japanese senior high school teachers in Okinawa
prefer practice/experiment the most for the method of professional learning (78.1%),
followed by case report and examination of their own practices (74.5%), lecture (73.8%),
workshop (70.2%), trial lessons/simulation practices and study of them (67.4%), research
on lessons and [receiving] advice and guidance (59.7%), others (12.9%) (Nakamura et al.,
2012). While this result may not show much difference in the teachers’ degree of
preference among these methods except the last two, this may suggest they hope to
receive a variety of types of learning methods for their professional learning such as these.
Importantly, more than half of the methods are related to either experiential learning or
practice. The low percentage of preference for the other types of methods may indicate
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that these methods cover the teachers’ favourite choices. Moreover, the teachers’ hope
(including, primary, junior and senior high school) to receive professional learning which
provides something they can use immediately in practice is seen the most noticeably in
response to a free description form question in Nakamura et al.’s study (2012) (including,
regarding homeroom management, subject teaching, educational activities other than
subject teaching). Furthermore, these teachers prefer topics or areas of professional
learning that include ‘non-subject teaching’ duties of teachers (Nakamura et al., 2012).
Therefore, the findings of this research as well as Nakamura et al. (2012) suggest the
importance of inclusion of experiential learning, and the value of relevance in terms of
practice in teacher training for ‘non-subject teaching’ duties.

5.3.3

Special needs education

This study suggests that knowledge and skills regarding special needs education is
necessary for current teachers and therefore, inclusion of this area in PTE is
recommended. Education for children with developmental disabilities is an issue for all
current teachers (Takarabe, 2002), however this study indicates a lack of teachers’
knowledge in this field. Arakaki, a participant of this study, found that although teachers
should know ‘…the indications of children with Asperger, autism, and ADHD,’ many of
his colleagues did not know about them (Arakaki, p. 17 sum). According to him, teachers
normally do not study about the area ‘until [they] are involved in the post’ (Arakaki, p. 17
sum). Hence, in order to avoid misunderstandings of future teachers, it was recommended
to equip student teachers with knowledge and skills related to this subject.

In a similar vein, the study by Nakamura et al. (2012) may be seen as suggesting the need
for student teachers and practicing teachers to be equipped with special needs education.
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In their study, more than 60% of the senior high school teachers prefer to take
professional learning which offers knowledge and practical skills in this area (Nakamura
et al., 2012). In addition, the teachers’ hope (including, primary, junior and senior high
school) to receive professional learning in this field is the third highest common response
to a free description form question in Nakamura et al.’s study (2012). The responses
include in relation to teachers’ desires to know 1) concrete steps [to foster students with
developmental disabilities] with pointing out insufficient school support that takes
characteristics of developmental disabilities into considerations 2) how to guide students
for relating to each other, and 3) how to establish a support system at schools (Nakamura
et al., 2012). Thus, it may be beneficial for student teachers to receive training in special
needs education in PTE.

5.3.4

School counsellors as regular staff members

The employment pattern of school counsellors was an issue that was both commented on
by half of the participants in this study, and was also raised in research by Araki and
Nakazawa (2007). This study revealed that the focus group participants believe it is ideal
to have a trained school counsellor as a regular staff member at schools. A similar idea is
also seen in a comment from a participant of Araki and Nakazawa’s research (2007).
Three participants from the present study provided reasons from either teachers’ or
students’ perspectives. From a teacher’s perspective, this study indicates that it is difficult
for teachers to appropriately play both the role of subject teacher and counsellor (4.4.1.1).

Another point which was suggested from this perspective was that having a part-time
school counsellor once or twice a week is not sufficient support at schools. One
participant noted that while part-time employees can provide ‘a little bit of surface level
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support for school issues, but cannot work on the fundamental parts of them’ (FGI, p. 28
ver).

From the students’ perspective, this study indicates that it is difficult to develop
relationships between a school counsellor with their current employment pattern and
students (4.4.1.1). However, building ‘safe’ and ‘client-centred’ relationships between
students and counsellors appears to be significant as noted: “counselling takes place in a
relationship where the client feels safe” (McGuiness, 1998 p. 21-22 [italics in original]).
Therefore, this study suggests that regular employment of school counsellors at schools
may provide opportunities for intensive collaboration between teachers and school
counsellors as well as for developing ‘safe’ and ‘client-centred’ relationships between
students and the counsellor. The study of Araki and Nakazawa (2007) suggests that it is
valuable for school counsellors to communicate with students and teachers daily and
support teachers’ everyday efforts. Employing school counsellors as regular members of
staff may offer better support for students’ emotional well-being.

5.3.5

Appropriate training for school counsellors

This research suggests that the Japanese government should investigate and establish a
training system which equips people who are involved in school counselling with the
necessary knowledge and skills to fulfil their expected roles. Although an eligibility
requirement for school counsellors and equivalent people is noted by the Japanese
government (MEXT, n.d.e), there is no particular qualification for school counsellors in
Japan, and education for them is not specific either (Araki & Nakazawa, 2007). The
required duties for school counsellors include: 1) conducting assessment activities for
students; 2) providing counselling for students and parents/guardians; 3) helping to build
201

team networking within schools; 4) providing help, consultations and information to
parents/a guardian and teachers; 5) introducing related institutions; 6) offering training
for teachers (MEXT, 2010). School counsellors (or equivalent people) are considered to
be ‘experts on the mind’ who have highly specialised knowledge and experience in
clinical psychology for students (Araki & Nakazawa, 2007; MEXT, 2010; MEXT, n.d.e).
In fact, Japanese school counselling includes a broad range of people for example,
qualified clinical psychologists, retired teachers, people who are involved in child
fostering activities in communities (MEXT, n.d.e; Shinzato, 2002). Thus, standardisation
of knowledge and skills of school counsellors or equivalent people may be vital in order
for schools to receive the expected services from them.

In the study by Araki and Nakazawa (2007) in which some Japanese teachers recognised
school counsellors’ expertise as an issue, similarly, two participants from this study
expressed their concerns about the capability of retired principals and/or the heads of
local business who act as counsellors at schools. The participants in the focus group
perceived that ‘there are discrepancies in the knowledge, skills, and experience of school
counsellors’ (FGI, p. 5 sum). Thus, a consistent approach to training school counsellors
or equivalent people may be essential in order for them to perform required duties more
effectively.

5.3.6

Consistent guidelines for student guidance across schools

This study emphasises the necessity of developing and using a research based
standardised system for student guidance across schools in the prefecture. All of the
participants in the focus group interview recommended utilising a research based
standardised system for student guidance across the prefecture so that ‘the system will not
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be adversely affected by changing principals’ policies or, temporary/short-lived ideas of
other key persons in establishing the systems’ (FGI, pp. 7-8 sum). This study revealed
that two participants experienced difficult situations regarding student guidance due to
one or all of the following factors: 1) absence of expulsion in the system of student
guidance, 2) frequent changes in the policy of student guidance because of the rotation of
principals every two years, 3) revision in a system of ordering students to repeat a year.
The challenges brought by these three issues can be minimised by using a research based
standardised system for student guidance across the prefecture. This study indicates that
such a system supports teachers in the provision of student guidance in an organised
fashion, as the Japanese government strongly suggests (MEXT, 2010).

While the Japanese government expects schools to provide student guidance
systematically in order to promote students’ character development (MEXT, 2010), this
study indicates that frequent changes in the policy of student guidance as principals rotate
every two years may prevent achievement of this. One participant said that his school
used to have a working system (ultimately students were expelled if they could not follow
the school rules after provision of support), and the system was adversely affected by a
new principal’s policy (opposition to the expulsion rule). The participants in the focus
group interview thought that the current method of changing policies as principals rotate
was satisfactory when schools were running relatively smoothly. However, guiding
students ‘in a more difficult educational era requires more stable school policies which
are not constantly changing’ (FGI, p. 6 sum).

Moreover, this study revealed that two of the participants had experienced having
difficulties in guiding students because of the policy which does not include expulsion.
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From their experience with reversed policies in this respect, both of them agreed that a
system of student guidance needs to incorporate an expulsion rule at its last stage.
Furthermore, one of them noted that a system of student guidance should provide students
with ‘constant consultations before they leave’ (FGI, p. 7 sum). It was strongly
recommended by the focus group that ‘student guidance should be managed under
evidence-based research rather than being influenced by’ school principals’ ideas (FGI, p.
8 sum). In order to make such an empirical research based system, the focus group also
thought that university lecturers as well as student teachers involved in teacher education
would actively research student guidance, and it was further suggested that ‘research
results giving recommendations should be made available to the Prefectural Board of
Education’ (FGI, p. 8 sum).

Furthermore, this study suggests that the revision in a system of ordering students to
repeat a year has removed a means of discipline for students to study particularly at
‘challenging’ schools. Thus, this study indicates the need for investigation into the
effectiveness of this strategy and exploration of other strategies that may be more
effective for guiding students.

5.4 Contribution and implication to the field of student guidance
This study contributes to the area of student guidance by presenting the perceptions that
six teachers have of the role of teachers in promoting the emotional well-being of
students, which is closely related to a teachers’ responsibility for student guidance. This
study indicates that the participants accept the role of teachers in student guidance.
Similar to the findings in a study by Lam and Hui (2010), the data from this study suggest
that the participants see the role of teachers as supporting students holistically, that is,
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promoting their intellectual, social, emotional, civil and moral development (4.2.1). As
supported by the previous research (e.g., Kidger et al. 2010; Lam & Hui, 2010), the
participants in this study also viewed subject teaching and promoting student’s emotional
well-being in an integrated manner. This study suggests that the role perceived by the
participants and the role required of teachers from the Japanese government are very
similar (2.6).

This study is unique because it also revealed there were changes in the four participants’
perceptions of the role of teachers before and after teaching at schools. The shift in their
views indicated that while the training offered during PTE made them aware of the role
of subject teaching, it did not support them enough to understand other responsibilities of
teachers such as student guidance (4.2.4). A study by Lam and Hui (2010) recommended
that PTE provide school guidance and counselling as “a core subject rather than as an
elective” (p. 231) so that new teachers will be helped to gain the knowledge and practical
skills they require. This study further suggests that experiential learning be included in
the lessons at the university (e.g., simulation practices, workshops, inviting teachers as
lecturers) and in the practicum (e.g., increasing the opportunities for observation, visiting
different types of schools). In addition, the provision of such experiential learning in an
organised manner can be even more effective. This study suggests that after equipping
student teachers to some extent at universities, giving them practical experience in
various types of schools in terms of the issues facing them, and the doing further
research to cope with these challenges based on their experience (4.6.2.2). Giving
student teachers a longer practicum such as a month to half year, with more focus on
student guidance and other ‘non-subject teaching’ duties could be worth considering.
The findings from this study indicate that more attention should be given to
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‘non-subject teaching’ duties of teachers in PTE, including student guidance.

In addition, the findings from this study shed light on the usefulness of knowledge and
the skills of counselling and communication for guiding students. The value of
equipping student teachers with individual and group approaches to communication, and
the inclusion of SGE in PTE are suggested by this research. These can be incorporated
in the subjects required for PTE in order to teach in senior high schools in Japan, such
as one related to educational counselling (kyoiku sodan) and “Exercise in Teaching
Practice” (Kyoshoku Jissen Enshu). When offering lessons on counselling and
communication, it is necessary to provide student teachers with opportunities to
experience techniques and discuss the effective use of these methods, such as a
homeroom and subject teacher. While it is required to include a basic counselling
knowledge in PTE to teach in senior high schools in Japan (Ordinance for Enforcement
of the Teachers License Act, s.6), it could be even more helpful to equip student
teachers together with its key practical skills.

The findings from this study also suggest that having an adequately trained school
counsellor as a regular member of staff is ideal at schools. The difficulty of teachers in
properly playing both the role of subject teacher and counsellor is indicated by this study.
Thus, regular employment of counsellors at schools may offer opportunities for intensive
collaboration between counsellors and teachers as well as building ‘safe’ relationships
between students and the counsellor.

This research has also indicated a need to develop and utilise a research based
standardised system for student guidance across schools in the prefecture because having
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such a system may minimise some of the challenges brought about by various issues that
exist with student guidance. The findings from this study also suggest that the following
factors can negatively affect senior high school teachers in Okinawa Prefecture for
guiding students: 1) absence of expulsion in the system of student guidance, 2) frequent
changes in the policy of student guidance due to the rotation of principals every two years,
3) revision in a system of ordering students to repeat a year. This study indicates that a
research based standardised system supports teachers in the provision of student guidance
in an organised fashion. In order to build such a system, this study also suggests that
university lecturers as well as student teachers engaged in teacher education could
actively research student guidance, and the findings and recommendations should be
offered to the Prefectural Board of Education. Since conducting case studies in a newly
required subject in PTE in Japan is encouraged, “Exercise in Teaching Practice”
(Kyoshoku Jissen Enshu) (Central Education Council, 2006), this subject and a subject
related to student guidance can be effectively used to establish a research based
standardised system for student guidance.

5.5 Implication of this study
Findings from this research indicate the lack of experiential learning for ‘non-subject
teaching’ duties in the PTE of the majority of the participants, and suggest that PTE
should increase such opportunities for student teachers to help them link theory and
practice. While Japanese PTE now has a new compulsory subject, “Exercise in
Teaching Practice” (Kyoshoku Jissen Enshu) (MEXT, n.d.c), which is expected to
involve exercises and takes a perspective of ‘job sites’ (Central Education Council,
2006), this teaching approach can be applied in some degree to all subjects in PTE to
better equip student teachers. For example, including group discussion and/or role
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playing, and/or inviting a current or newly retired teacher in the appropriate stages of
each subject, such as when teaching ‘methods’, can be achievable. Receiving help from
recently retired teachers can be made more available, and an effective use of them may
be worth considering for bringing a viewpoint from actual schools.

In terms of taking a view of ‘job sites’ to PTE, this study has highlighted the importance
of involving the situation of ‘challenging’ schools and the difficulties that schools face.
In order to make lessons provided in PTE more relevant to actual school situations, it
can be helpful for lecturers to have teaching experience at both ‘good’ and ‘challenging’
schools as the focus group participants suggested. This could be useful because these
lecturers would not only share their real teaching experience with prospective teachers
and connect their lessons to school situations, but also help build relationships with
teachers and schools in return for receiving help from them. For example, these
relationships may offer more opportunities for student teachers to observe different
types of schools. Thus, it may be beneficial to attach a high value to lecturers’ teaching
or training experience at various types of schools, and indeed it could become one of the
prerequisites for applying for lecturer positions in PTE.

Special needs education is an important field, and therefore this study suggests that
current teachers and student teachers should be equipped to deal with. Since PTE for
teaching senior high schools in Japan is required to offer the area of physical and mental
development and the learning process of children/students with a disability (Ordinance
for Enforcement of the Teachers License Act, s.6), the universities authorised for
providing PTE should follow this rule. It would be useful when teaching this subject to
provide student teachers with practical knowledge that would help them recognise the
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manifestations of students with a developmental disability(ies).

5.6 Further research
This research suggests that the knowledge and skills of counselling and communication
are important for teachers. This research indicates that equipping student teachers with
practical skills in these areas, for example with SGE, would be very beneficial for them,
however, further exploration is needed in order to reveal their effectiveness in student
teachers’ readiness to teach at schools. In addition, this study revealed that the focus
group participants hope to have a research based standardised system for student
guidance across the prefecture, and research which contributes to the establishment of a
system such as this, can be very beneficial for future education in the prefecture.
Moreover, this research suggests the necessity of improvement in school counsellor
standards, therefore research which investigates effective school counsellor training
based on the needs of schools may also help teachers to effectively provide high level
support for their students.

5.7 Conclusion
This hermeneutic phenomenological study explored the perceptions that six Japanese
senior high school teachers have of the role of teachers in promoting the emotional
well-being of their students. The participants in this study believed that teachers play a
role in promoting the emotional well-being of their students. This study also indicates that
they regard the role of teachers as one that supports students holistically. These perceived
roles of teachers are reflected in the goals of student guidance and the Basic Act on
Education in Japan. Overall, it can be concluded that whilst the period of PTE is limited,
there is room for improvement for equipping student teachers with basic knowledge and
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skills for the job. This study recommends PTE to incorporate knowledge and skills of
counselling and communication, experiential learning for ‘non-subject teaching’ duties,
and special needs education. This study also revealed that the needs of the focus group
participants at their current schools include trained school counsellors as regular staff and
a research based standardised system for student guidance across schools in the
prefecture. The findings contribute to the body of research on teacher education and
practice with regard to supporting students’ emotional well-being particularly in Japan.
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APPENDICES

Appendix 1: LETTER FOR RECRUITMENT
LETTER FOR RECRUITMENT OF JAPANESE SENIOR HIGH SCHOOL TEACHERS
Japanese Senior High School Teachers' Perceptions of the Role of Teachers in Promoting
the Emotional Well-Being of their Students
[This letter will be enclosed with the information sheet. The consent form was given to the
participants right before the commencement of the interview. After receiving participants’
consent, the individual interviews were conducted.]
Dear Mr. / Ms.
I have been studying in Australia and I am investigating Japanese senior high school teachers’
perceptions of the role of teachers in promoting the emotional well-being of their students. This
project is my M. Ed. study at the University of Wollongong, NSW, Australia. The aim of the study
is to understand Japanese senior high school teachers’ perceptions of their role as teachers apart
from teaching subject content. The results of the project will be used for research in teacher
education and practice. In order to collect data from Japanese senior high school teachers, I am
coming back to Okinawa between October to November 2009.
This project will be conducted through voluntary participation. I would really appreciate your
participation in this project if possible. The project consists of an individual interview and the
opportunity to participate in a group interview. An individual interview will be approximately one
hour long and the group interview will be about one to one and half hours in length. Dates and
times for these will be individually negotiated to suit your schedule.
Please find attached the detailed Information Sheet. I hope you will agree to participate and please
confirm that I may contact you by telephone or email to make initial arrangements.
If you have any enquiries about the research, please contact me on (098) 897 8857 (Japan), (61 2)
4221 3465 (Australia) or by email at nt718@uow.edu.au.
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Best wishes,
Narumi Toyama
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Appendix 2: INFORMATION SHEET

INFORMATION SHEET
Japanese Senior High School Teachers' Perceptions of the Role of Teachers in Promoting
the Emotional Well-Being of their Students
Researcher:

Narumi Toyama (M. Ed. Candidate – Faculty of Education)
Supervisors: Dr. Pauline Lysaght
Dr. Noelene Weatherby-Fell

Dear Mr. / Ms.
You have been asked to participate in the research study, Investigating Japanese Senior High
School Teachers’ Perceptions of the Role of Teachers in Promoting the Emotional Well-Being of
Their Students. This research is being conducted by Narumi Toyama for the purpose of M. Ed.
study at the University of Wollongong. The aim of the study is to identify the perceptions of high
school teachers in Japan in regard to their role in promoting the emotional well-being of their
students. The results of the research will be used for research in teacher education and practice.

Research Design: This study will use semi-structured individual and focus group interviews. Six
high school teachers in Okinawa, Japan will take part in individual audio-recorded interviews.
Following confirmation of participant responses, a focus group interview will be conducted with
up to four of these teachers. The focus group interview will provide opportunities for further
discussion of key issues that emerged from the individual interviews. All data will be transcribed
and analysed to determine common themes as well as differences.
The length of the individual interview will be approximately one hour and the group interview
will be about one to one and half hours. The individual interview date and time will be set
according to your time schedule. Group interview will be negotiated with the participants.
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Privacy issue: Participants in this research will not be identified. All data shall be stored securely
in a locked filing cabinet and a password protected computer owned by the researcher during the
project and after the completion of the project for the period of five years. This data will only be
accessed by the researcher.
Benefits to you: This project will provide you with an opportunity to reflect, share and discuss
your teaching experiences and also learn about other teachers’ experiences. This may be useful for
your professional development.
Benefits to teacher education and practice: By participating in this research, you will be adding
to an understanding of how Japanese senior high school teachers understand the role of teachers
in promoting the emotional well-being of their students. This not only informs teacher education
and practice, but also provides recommendations for pre-service and in-service teacher training
programs.
Other information: As participation is voluntary, you are free to refuse to participate or
withdraw from the research at anytime. Your refusal to participate or withdraw from the study will
not affect your relationship with the researcher and the University of Wollongong.
If you have any enquiries about the research, you may contact Narumi Toyama on (098) 897 8857
(Japan), (61 2) 4221 3465 (Australia) or by email at nt718@uow.edu.au. Alternatively, you may
contact Narumi’s supervisors, Dr Pauline Lysaght on (61 2) 4221 3424 or by email at
pauline@uow.edu.au or Dr Noelene Weatherby-Fell on (61 2) 4443 7843 or by email at
noelene@uow.edu.au. If you have any concerns or complaints regarding the way the research is
or has been conducted, you may contact the Ethics Officer, Human Research Ethics Committee,
Research Services Office, University of Wollongong on (61 2) 4221 4457.
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Appendix 3: CONSENT FORM

CONSENT FORM
Japanese Senior High School Teachers' Perceptions of the Role of Teachers in Promoting
the Emotional Well-Being of their Students
Researcher:

Narumi Toyama (M. Ed. Candidate – Faculty of Education)
Supervisors: Dr. Pauline Lysaght
Dr. Noelene Weatherby-Fell

I have been given information about the project “Investigating Japanese Senior High School
Teachers’ Perceptions of the Role of Teachers in Promoting the Emotional Well-Being of Their
Students” and have had the opportunity to discuss the study with Ms Narumi Toyama who is
conducting the research for the purpose of her M. Ed. study within the Faculty of Education at the
University of Wollongong.
I understand that if I consent I will be interviewed individually and potentially in a group of up to
4 people. I also understand that the interviews will be recorded and later transcribed.
I understand that participants in this research will not be identified and all data shall be stored
securely in a locked filing cabinet and a password protected computer owned by the researcher.
This data will only be accessed by the researcher.
As participation is voluntary, I am free to refuse to participate or withdraw from the research at
any time. My refusal to participate or withdrawal from the study will not affect my relationship
with the researcher and the University of Wollongong. If I choose to withdraw from the research
after participation, data collected from me will cease to inform the research.
If I have any enquiries about the research, I can contact Narumi Toyama on (098) 897 8857
(Japan), (61 2) 4221 3465 (Australia) or by email at nt718@uow.edu.au. Alternatively, I may
contact Narumi’s supervisors, Dr Pauline Lysaght on (61 2) 4221 3424 or by email at
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pauline@uow.edu.au or Dr Noelene Weatherby-Fell on (61 2) 4443 7843 or by email at
noelene@uow.edu.au. If I have any concerns or complaints regarding the way the research is or
has been conducted, I may contact the Ethics Officer, Human Research Ethics Committee,
Research Services Office, University of Wollongong on (61 2) 4221 4457.
By signing below I am indicating my consent to participant in this research project as it has been
described to me in the Information Sheet and in discussion with the researcher. I understand that
the data collected from my participation will be used for a Master’s thesis, scholarly journals and
conference presentations, and I consent for it to be used in that manner.
Signed

Name (please print)

……………………………………

Date
………………………………………

………/………/……….
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Appendix 4: SCHEDULE OF QUESTIONS – INDIVIDUAL INTERVIEWS

Japanese Senior High School Teachers' Perceptions of the Role of Teachers in Promoting
the Emotional Well-Being of their Students
The questions below give an indication of the types of questions that will be asked in the
individual interviews. Not all of the questions will be asked; rather, I will follow the teacher’s lead
and prompt for information that I consider could inform the research.
I will begin the interview with by thanking the participant for his or her time and providing an
explanation of the research focus. I will also explain to the participant that the questions he or she
will be asked are not related to teaching subject content but rather to the overall role that teachers
play in classrooms.
Questions related to teaching qualifications and the year of teaching experience
1. What year did you receive your teacher’s licenses?
2. What are your teaching qualifications?
3. 1) How long have you been teaching? (as a regular employee senior high school teacher
years)
(as a part-time senior high school teacher

years

months)

(as a substitute senior high school teacher

years

months)

2) Please tell me if you have any teaching experience at primary schools, junior high schools,
universities, or a school for physically handicapped or mentally retarded children/ students.
Questions related to pre-service teacher education
4. If you have something that you consider important when communicating with and relating to
your students daily, please tell me.
If so, ask: please tell me if there are any events, which have motivated you to think in that
way.
Were they emphasised in your pre-service teacher education?
If “No”, ask why not? If there are any reasons, please tell me.
5. Do you consider that what you learnt at the pre-service education has been useful in terms of
communicating with and relating to your students?
If “Yes”, ask: please tell me in detail with examples.
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If “No”, ask: why not? If there are any reasons, please tell me.
6. After reflecting on your teaching experience, is there something that you wish had been
included in the pre-service teacher education that you received?
If “Yes”, ask: please tell me in detail with examples.
If “No”, ask: why not? If there are any reasons, please tell me.
7. What do you think it is necessary for student teachers to learn in the pre-service teacher
education?
Questions related to teaching experience and the role of teachers
8. Has your teaching experience up to the present influenced how you relate to and
communicate with your students now?
9. In your opinion, what is the role of a teacher?
10. Do you think teachers are in a position that can influence students’ emotional stability
(psychological aspects) and social development?
11. Do you think teachers have a role in promoting students’ emotional stability and social
development? (e.g., relationship with others)
If “Yes”, ask: are there any events, which have motivated you to think in that way?
If “No”, ask why not? If there are any reasons, please tell me.
12. Could you tell me about any activities you include at school for supporting students’
emotional stability and social development?
13. Are you gaining/ receiving any information about students’ psychological aspects and social
development? For example, have you had useful in-service training?
14. What do you associate with the words ‘jyocho no antei’ (emotional stability) and ‘shakaisei
no hattatsu’ (social development)?
Questions related to in-service teacher training
15. Throughout your teaching experience, have you had significant challenges in terms of
relating to and communicating with students?
If “Yes”, ask: in order to cope with these challenges, in your opinion, what kinds of in-service
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training and support are useful?
If “No”, ask: are there any reasons?
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Appendix 5: SCHEDULE OF QUESTIONS – FOCUS GROUP INTERVIEW

Japanese Senior High School Teachers' Perceptions of the Role of Teachers in Promoting
the Emotional Well-Being of their Students
The questions below give an indication of the types of questions that will be asked in the focus
group interview with Japanese senior high school teachers. The aim of this group interview is to
pursue the key issues that emerge from the individual interviews. Therefore, first five questions
related to these issues will be asked first. Then, I will follow the teachers’ lead and prompt for
information that I consider could inform the research.
I will begin the interview by thanking the participants for taking part in the project. I will explain
to the participants that the questions are not related to teaching subject content but rather to the
overall role that teachers play in classrooms. I will also tell the participants that the aim of this
group interview is to pursue the key issues that emerge from their individual interviews.
Questions related to pre-service teacher education
1. After reflecting on your teaching experience, is there something that you wish had been
included in the pre-service teacher education that you received?
2. What do you think it is necessary for student teachers to learn in the pre-service teacher
education?
Questions related to teaching experience and the role of teachers
3. In your opinion, what is the role of a teacher?
4. Do you think teachers have a role in promoting students’ emotional stability and social
development? (e.g., relationship with others)
Questions related to support teachers wish to have
5. In order to cope with challenges at schools, in your opinion, what kinds of support do you
need? (e.g., having a counsellor as a regular staff at schools)
6. Other questions will stem from responses that are provided by the participants related to
previous stated categories and any other issues that the focus group raises.
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Categories include:
Pre-service teacher education
Teaching experiences
Role of teachers
In-service teacher opportunities
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